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Abstract 
 
 
Listening to Learn: Family Engagement when Children are 
Deaf or Hearing Impaired 
Marguerite Kennedy Vasconcellos 
Constance Fox Lyttle, Ph.D., J.D. 
 
 
 
 
There is a growing body of research that shows correlation between family 
engagement and enhanced student outcomes. Federal legislation regulating special 
education (notably IDEA, 2004 and ESSA, 2015) has placed an increasing emphasis on 
family engagement with each iteration. Furthermore, it is commonly understood that 
family engagement is crucial when a child has a hearing impairment. Recognizing that 
connection, this study intended to explore the practices that parents of children who are 
deaf or hearing impaired perceive as facilitative of and obstacles to family engagement in 
the special education experience. The purpose of the study was to highlight these 
strategies in an effort to enhance their effectiveness among stakeholders in special 
education.  
The conceptual framework was supported by research and included three streams: 
1. families of children who are deaf and hearing impaired; 2. home, school, and 
community engagement; and 3. facilitative practices and obstacles to engagement. The 
sample population included parents of children who ranged in age from kindergarten to 
entering college and who participate in hearing support service as their primary special 
education assignment. 
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 A phenomenological approach was taken in examining the shared life experiences 
of the participants. An initial poll of families of children with hearing loss in a 
southeastern Pennsylvania regional service agency identified participants who described 
themselves as having high levels of family engagement. A subset of the participants was 
invited to participate in one-on-one interviews and to respond to a writing prompt. 
Interview responses provided thick, rich descriptions of participants’ experiences, which 
were recorded electronically, and then transcribed and analyzed to identify themes. 
 The study revealed that parents value open, two-way communication with 
educational teams. They seek information, ongoing support for technology, and sustained 
opportunities to connect with other parents to enhance their funds of knowledge. Findings 
of this study represent a call to action to promote transformational leadership; 
necessitating the investment of time, resources, and energy that focus on family 
engagement as the foundational component of all educational endeavors. 
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Chapter 1: Introduction to the Research 
 
 
Introduction to the Problem 
 
 
 Family, school, and community engagement is an essential strategy for building 
pathways to success in today's competitive global society. Effective family engagement 
correlates strongly with student achievement, yet implementation of this strategy as an 
intentional component of school reform efforts is rare. The importance of proactive 
family engagement is heightened when a child has a hearing loss, as communication 
between the child, the parents, and others in the child’s life is impacted. Children who are 
deaf or hard of hearing face a myriad of challenges, and the parents of these children face 
several challenges in supporting their child in the development of language, academic, 
and social competence. Educational leaders who support programs for children who are 
deaf and hard of hearing must delineate strategies that cultivate and then harness the 
energy of engaged, empowered families in an effort to maximize student success. Family 
engagement strategies should no longer be housed in silos that are disparate from 
instructional practices. 
 To begin, acknowledgement that one’s child has a disability, whether physical or 
intellectual, poses a challenge to the basic core of any family system (Adams, 2011; 
Dunst & Dempsey, 2007; Jackson & Turnbull, 2004; Luterman, 2003 & 2015). The 
majority of children with hearing loss (approximately ninety-five percent) are born to 
hearing families (Ching & Dillon, 2013; Dettman et al., 2016; Marshark, 1997). Kurtzer-
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White and Luterman (2003) have noted that the identification of a child’s hearing loss is 
a “critical life event” for parents. Their study found that parents consistently reported 
feelings of being overwhelmed and inadequately prepared to raise a child with deafness 
or hearing loss. These families must swiftly move forward from the unexpected news 
about their child’s hearing loss in order to assume the role of informed consumer and 
educational advocate in a complex, confusing web of interventions and communication 
options (Eleweke & Rodda, 2002; Gallaudet Research Institute, 2011; Jackson & 
Turnbull, 2004; Moeller, 2000;). When the stresses of learning about and selecting 
communication modalities and assistive technologies are compounded with the stresses 
of learning audiological jargon and challenges in educational placement unique to 
families of children with hearing loss, most report high levels of parenting stress 
(Lederberg & Golbach, 2002). 
Therefore, recognition of individual family strengths and needs is critical to 
forging a strong, sustained, and supportive team. Levels of family engagement have 
direct impacts on the student’s learning environment, and this ultimately has an impact on 
the achievement rates of the learner. Research in early childhood education has found that 
strong, positive relationships between parents and educators is one of the most crucial 
components of high-quality education, and that this is especially true during the early 
years (Bronfenbrenner & Ceci, 1994; Bronfenbrenner & Morris, 2006; Epstein, Sanders, 
et al., 2002; Tran, 2014). 
Furthermore, strong partnerships between schools and students' families are 
proven to increase educational and developmental progress, leading to sustained 
connections, academic success, and continuation into higher education (Angell, Stoner, & 
 
 
 
3 
 
 
 
Shelden, 2009; Colarusso & O'Rourke, 2007; Dunst & Dempsey, 2007; Edwards & Da 
Fonte, 2012). Collaborative practices between families and schools assume heightened 
importance for students with exceptionalities (Ingorsoll & Dvortcsak, 2010; Kuhn, 
Lerman, & Vorndran, 2003; Park, Alber-Morgan, & Fleming, 2011).  
Bakker and Denessen (2007) assert that parental involvement in a child’s 
education is an important condition for success. To support this assertion, they cite 
factors such as student well-being, attitudes toward learning, achieving learning 
outcomes, and pursuit of higher education as being closely connected to family 
engagement. They also indicate that teachers similarly play an important role, stating that 
teachers’ attitudes towards parents can be a crucial factor that can affect family 
engagement. The researchers see partnership between home and school as essential, 
albeit challenging to foster and sustain. As an outcome of their action research, conducted 
in Brussels, Belgium, these researchers used principals of educational design research to 
establish a coaching tool for secondary level family involvement. Accordingly, it has 
been shown that professionals must work with families not only as a source of support to 
school-based practice, but also as colleagues in the roles of researcher, lawyer, and 
diplomat that families are catapulted into as a function of their child’s diagnosis 
(Turnbull et al., 2006). Educators must move beyond the tendency to treat parents and 
families as bystanders, embrace them as partners, and strive to harness their strengths in 
order to build capacity to transform special education.  
Unfortunately, educators are not always well equipped to welcome families into 
the world of special education acronyms, rules, and expectations (Hansuvadah, 2009; 
Murray, Handyside, Straka, & Arton-Titus, 2013; Todd, Beamer & Goodreau, 2014). 
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Accordingly, special education administrators tasked with ensuring that families in their 
charge are equipped to engage effectively from the beginning of their child’s journey. In 
order to meet this goal, special education administrators must guide and support their 
service providers to develop the necessary skillsets for facilitating this growth in families 
as adult learners. As a result, creating a sense of welcome for families is challenging, at 
best (Mapp, 2015). 
Due to this, fostering productive relationships across the educational lifespan 
based on trust and collaboration among school staff, family, and community members is 
extremely important. Numerous studies have illustrated the significance of trust as a 
foundational component of the service delivery model. This foundation is based upon 
successful, respectful interactions not only between parents and teachers, but also with 
administrators (Kochanek, 2005; Richman, 2015; Stoner & Angell, 2006; Tschannen-
Moran, 2014). Despite this, studies have shown that the level of trust between parents and 
schools steadily decreases from elementary school through to high school graduation 
(Adams & Christianson, 2000). 
 The usefulness and importance has not escaped national notice. For instance, 
former United States Secretary of Education Arne Duncan has stated that he has an 
ambitious vision for vigorous family engagement: 
I want to have too many parents demanding excellence in their schools. I want all 
parents to be real partners in education with their children’s teachers, from cradle 
to career. In this partnership, students and parents should feel connected- and 
teachers should feel supported. When parents demand change and better options 
for their children, they become the real accountability backstop for the 
educational system. (quoted in Mapp & Kuttner, 2013) 
 
Accordingly, family engagement is cited as essential in numerous pieces of legislature 
regarding education. In fact, family engagement is a requirement of the Individuals with 
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Disabilities Education Act (IDEA) (Henderson & Mapp, 2002; Muir, 2003). Moreover, it 
is an integral component of other education legislation such as No Child Left Behind 
(2007) which has been further promoted through recent legislative updates to the 
Elementary and Secondary Education Act/No Child Left Behind (2015). The landmark 
changes defined by the Every Student Succeeds Act (ESSA), approved in December 
2015, have been celebrated by the National PTA because of the robust provisions for and 
support to family engagement that call for evidence-based, articulated efforts that support 
capacity building. These efforts are to include multiple means of engagement among 
family, school and the community groups which must be carefully monitored for ensure 
content and effectiveness of school based policies. Among the initiatives outlined in the 
new legislation are the establishment of statewide family engagement centers. This 
revision has been touted as a crucial piece on education reform that acknowledges the 
essential nexus between family engagement and student achievement.  
States, local education agencies, schools and parents still struggle with the 
definition of family engagement and this struggle has resulted in an uneven application of 
efforts in this regard. Westmoreland et al. (2009) and Weiss, Lopez & Rosenberg (2010) 
concluded that the goal of effectively working with families to improve school and 
student outcomes has not yet been achieved in most school districts across the United 
States, despite federal mandates. 
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Statement of the Problem  
 
 
 While federal legislation requires that school districts gather information from 
parents of children with special education needs relative to their perceived levels of 
engagement, this data does not provide discipline-specific information to educational 
service agencies, such as regional service agencies, that serve students across multiple 
districts (Elbaum, 2012; Elbaum, Blatz, & Rodriguez, 2016). This study seeks to address 
the lack of specific reports on the practices that parents of children with hearing loss 
perceive as facilitative of or obstacles to their engagement in the special education 
process in a single regional service agency. A review of the literature has repeatedly 
emphasized the importance of enhancing family engagement, yet there is a paucity of 
recognized studies that define specific, systemic practice aimed toward enhancing family 
engagement in special education programs for students with hearing loss (Fish, 2008; 
Muller, 2009; Richman, 2015). 
 This study focuses on a single educational organization, a regional service 
agency, in southeastern Pennsylvania. While limitations, such as sample size and having 
a focus on a singular disability, will be inherent in study design, the study is warranted 
nonetheless. Local results will be of interest to local stakeholders and will support the 
understandings of both service providers and administrative staff. Local stakeholders will 
be interested in local results that will enhance the understanding of current performance 
and ultimately inform future practice. 
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Purpose and Significance of the Problem 
 
 
This research study seeks to define the facilitative practices and identify obstacles 
to engagement in the special education process as reported by parents of children with 
hearing loss who are in the service of a southeastern Pennsylvania regional service 
agency. For the purposes of this study, the term parent will be utilized to mean the 
individual who holds educational responsibility for the child who is deaf or hearing 
impaired. This study will proceed with the recognition and understanding that family 
engagement contributes significantly to the underpinnings of educational success for all 
learners. To this end, federal regulations that govern special education have placed an 
increasing emphasis on family engagement with each iteration of the law (IDEA, 2004; 
ESSA, 2015). 
While the Commonwealth of Pennsylvania currently complies with federal 
mandates to cyclically review family perceptions of school-facilitated engagement, those 
metrics apply to school district programs and do not necessarily include the perspectives 
of parents in the population selected for this study. Data specific to perceptions of the 
parents in the program directed by the researcher are not currently available. To address a 
gap in the current educational literature, this study will target a specific component of the 
special education population: parents of children with hearing loss who are served across 
thirteen constituent school districts that comprise the target regional service agency. 
To fulfill this purpose, a qualitative study will be undertaken. A validated survey that 
measures perceived levels of family engagement will poll the larger population of parents 
of students with hearing loss in a regional service agency in Southeastern Pennsylvania. 
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The survey will be followed by in-person interviews of an identified subset of the 
regional service agency population (the parent in a family with a child who is deaf or 
hearing impaired and with whom the teacher of the deaf most frequently interacts on 
behalf of the child). Written responses to a prompt will supplement the data collected 
from face-to-face interviews with the population subset. The varied forms of data 
collection will provide the opportunity to triangulate meaning and to identify common 
themes.  
This study is significant in that it can serve to advise leaders, teachers, and parents 
themselves as to the implementation and expansion of efforts to support family 
engagement within the regional service agency and beyond. By exploring parent 
perceptions of factors that support or impede their involvement in the special education 
process, the research results may:  
 Influence future decisions made by the administrators of the program 
 Generate continued stakeholder support for innovations and staffing 
 Provide administrators with data needed to support new initiatives 
 Help teachers understand the importance of developing parent-centered 
strategies that support children by first supporting their parents.  
Additionally, the results may provide information to help inform future professional 
development and pre-service training for aspiring educators. The results will contribute to 
the body of research on the value of family engagement and the needs of parents of 
children with hearing loss. 
A first and necessary step to advancing a relevant research agenda is to 
acknowledge a comprehensive model of family engagement as well as a valid research 
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instrument that measures this engagement. Epstein and Ebrary’s model (2010) of school-
facilitated family engagement was selected as the foundation of this research. Epstein and 
Ebrary’s model of overlapping spheres of influence for family, school, and community 
engagement has offered the basis of numerous state-level family engagement 
frameworks. The model addresses six forms of family engagement: parenting, 
communicating, volunteering, learning at home, decision-making, and collaboration with 
the community. This study intends to identify practices that parents who belong to a 
particular subset of the population believe to facilitate or impede family engagement. 
Further, this study seeks to delineate parents’ perceived needs when their child is deaf or 
hearing impaired. 
Today, a family unit may be comprised of any number of individuals. The “parent” 
may refer to a biological mother or father, but may also refer to a grandparent, aunt, 
uncle, foster parent or sibling who has assumed the responsibility for a child’s physical, 
social and educational welfare. For this study, the researcher has adopted the definition of 
parent that has been included in the Individuals with Disabilities Education Act (IDEA, 
2004). IDEA regulations (34 C.F.R. 300.20) define a parent as: 
 A biological or adoptive parent of a child 
 A foster parent, unless state law, regulations or contractual obligations with a state 
or local entity prohibit a foster parent from acting as a parent 
 An individual who has legal authority to make educational decisions for the child 
(See related: Losinski, M. et al., 2016) 
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Research Questions 
 
 
This study intends to address the following central questions: 
 What do parents identify as facilitative practices for effective engagement 
in the special education program when their child is deaf or hearing 
impaired? 
  What do parents identify as obstacles to effective engagement in the 
special education program when their child is deaf or hearing impaired? 
The existing literature points to a gap in the current knowledge relative to these 
questions. Delineation of practices that parents cite as facilitative of their engagement 
will allow for opportunities to cultivate and expand those practices. Once obstacles that 
impede engagement are recognized, efforts can be geared toward addressing or 
navigating around those obstacles. By informing teachers of the deaf about what matters 
most to the families of their students, parents’ voices will resonate with the educators. 
Through generative listening, learning can occur. 
 
Conceptual Framework 
 
 
 Figure 1 depicts the conceptual framework of this study, including major streams 
of the literature review and an illustration of the interrelationship among the streams in 
the literature review. The first stream of this study focuses on families of children who 
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are deaf or hearing impaired (also referred to throughout the literature as children with 
hearing loss or children who are deaf or hard of hearing). The second stream examines 
relationship building as it pertains to home, school, and community connections. The 
third stream of this review involves examination of facilitative practices and obstacles to 
family engagement. Each aspect of this literature stream is represented with an individual 
cog in order to highlight the distinctive impact that each has on the experience of the 
participants. 
The graphic is representative of the major streams of focus for this research. The 
cogs are intended as an extended metaphor for depicting the dynamic connections that 
exist among the streams. Each gear is a dynamic cog that is in constant motion and 
interaction with the others, the nexus of which is the engagement of a parent when their 
child is deaf or hearing impaired. Deliberately, the facilitative practices cog (shown in 
green) is a driven cog (signified by the yellow arrow) which helps to move the neutral 
cog (family engagement) and the semi-driven cog (families of children who are deaf or 
hearing impaired; drive signified by the blue arrow). As the cogs move, the drive of 
facilitative practices (yellow) blends with the drive of the families (blue), which results in 
motion in the family engagement cog (signified by the green arrow). Barriers to 
engagement (depicted in red) are a heavily weighted cog, which creates resistance in the 
system and impedes the synergistic actions of the other cogs. By minimizing the size and 
weight of this cog, the intent is to relieve the parasitic draw on the system and enable 
more efficient movement between the other cogs. 
This study is intended to be illustrative of the interrelationship of these significant 
aspects as they impact family engagement in the special education process of children 
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with hearing impairment. The research will examine a select subset of the population of 
parents of children with hearing loss by exploring the perceptions of that subset as a 
function of the nexus among these research streams relative to their personal experiences 
with the special education process.   
 The phenomenological study seeks to capture the essence of the lived experiences 
of study participants. The essence of parent perceptions will be captured through in-depth 
interviews that describe the shared experiences in the special education program for their 
children with hearing loss. Each situation is to be viewed differently through the unique 
lens of the reality of those who experience it. As such, data collection methods should be 
relevant to the situation and the individuals involved in the phenomenon in order to 
gather the needed information to answer the research questions. This research utilized 
qualitative methods, probing the experiences of a specific subset of the population to 
allow for a richer understanding of the research problem. 
 The researcher’s stance and philosophical approach to this research is pragmatic, 
based on a belief that an individual’s reality is impacted by solutions that work for any 
particular situation. The researcher strives for continuous improvement in educational 
services. In conducting this study, the researcher intends to gather information on familial 
perceptions of facilitative practices and obstacles to meaningful engagement in order to 
maximize the value of constructive partnerships that are not only best practice, but also 
mandated by federal law.  
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Definition of Terms 
 
 
Throughout this study, a number of terms will be referenced. Those terms are 
defined below as follows: 
cochlear implant (CI): a system that helps to restore the sense of hearing for individuals 
with severe-to-profound sensorineural hearing loss. The cochlear implant works 
by providing electrical stimulation directly to nerve fibers in the cochlea, 
bypassing non-functioning parts of the inner ear 
collaboration: refers to the working style of professionals who share responsibilities, 
goals, resources, and accountability for outcomes, including the development of 
trust and a sense of community (Cook & Friend, 2010). 
community education: a philosophy based on community engagement and life-long 
learning. It is a belief that learning occurs not just in school, but across many 
settings; the collaboration and engagement of families, community members, 
organizations, teachers, and students to build a learning community is the 
cornerstone of community education. When the school, home, and community 
work together to decide upon courses of action, it leads to a more meaningful and 
successful learning experience for all (Arnendt, 2008). 
cultural capital: the general cultural background, knowledge, disposition, and skills that 
are passed on from one generation to another. Cultural capital represents ways of 
talking, acting, and socializing, as well as language practices, values, and types of 
dress and behavior (McLaren & Baird, 2006). 
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deaf (deafness): a hearing loss so extensive that one cannot understand speech, even with 
a hearing aid, usually considered a loss of 70 decibels or greater. This may also be 
as defined in IDEA 34 CFR 300.8(c)(3), a hearing impairment that is so severe 
the child is impaired in processing linguistic information through hearing, with or 
without amplification that adversely affects a child's educational performance 
(LRP Publications, 2016). 
deaf and hard of hearing: Centers for Disease Control and Prevention (2015) describes 
“deaf” as those individuals who do not hear well enough to rely on their hearing 
to process speech and language. Individuals with mild to moderate hearing loss 
may be “hard of hearing,” but are not deaf. This study will focus on parents of 
children who have been diagnosed with hearing loss, regardless of degree. 
empowerment: the ability to take action to get what one wants and needs in seeking 
control over one’s life. Empowerment involves increasing one’s knowledge and 
skills and boosting motivation to achieve a desirable outcome. Empowerment is 
the pinnacle of a continuum of experiences that offer an individual the 
opportunities to utilize his or her own competencies to learn new information and 
skills (Turnbull et al., 2006). 
engagement: a term used by McKenna and Millen (2013) to describe parent-school 
relationships where there is parent voice and parent presence. An engaged person 
is an integral and essential part of a process (e.g., IEP development), brought into 
the act because of care and commitment. By extension, engagement implies 
enabling parents to take their place alongside educators in the schooling of their 
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children, fitting together their knowledge of children, of teaching and learning, 
with teachers’ knowledge (Pushor & Ruitenberg, et al., 2005).  
family engagement: any role or activity that enables families to have direct and 
meaningful input into and influence on systems, policies, programs, or practices 
affecting services for children and families. 
FM system: a wireless system that transmits sound directly from a sound source to the 
receiver. The sound source is a microphone worn by a parent or teacher. An FM 
system may be used with hearing aids or cochlear implants  to provide support in 
challenging listening environments, such as noisy classrooms, gymnasiums, or 
restaurants. An FM system can also utilized when distance separates the speaker 
from the listener, as in an auditorium or in a stroller (Madell, 2014b). 
hard of hearing: generally includes partial hearing resulting from hearing loss and 
deafness. Also defined in IDEA regulations at 34 CFR 300.8(c)(5) as: "an 
impairment in hearing, whether permanent or fluctuating, that adversely affects a 
child's educational performance, but that is not included under the definition of 
deafness in this section” (LRP Publications, 2016). 
hearing impairment: defined in Part 300 of IDEA as an impairment in hearing, whether 
permanent or fluctuating, that adversely affects a child’s educational performance 
but that is not included under the definition of deafness. As this is the legal term 
that is found in IDEA legislation, it is the term utilized throughout the study to 
refer to children who are hard of hearing. 
hearing loss: defined based on etiology, four types are: (a) conductive hearing loss 
resulting from diseases or obstructions in the outer or middle ear; (b) 
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sensorineural loss resulting from damage to the sensory hair cells in the inner ear; 
(c) mixed hearing loss resulting from damage to both the inner and outer ear; and 
(d) central hearing loss resulting from damage to the nerves or brain (LRP 
Publications, 2016). 
facilitative practices: Heron (1999) defines facilitative practices by referring to levels of 
control in a supportive relationship. Facilitative styles may be hierarchical, 
cooperative, or autonomous in nature, and typically manifest as in one or more of 
six sub-categories of supportive intervention also described by Heron. These 
categories are: prescriptive, informative, confronting, cathartic, catalytic, and 
supportive. Each of these categories might be practiced to some extent by a 
facilitator. 
family engagement: Lopez and Caspe’s (2014) definition of family engagement reflects 
research showing that families play significant roles in supporting their children’s 
learning, in guiding their children successfully through a complex school system, 
and in strongly advocating for their children and for effective public schools. 
Individualized Education Program (IEP): defined under Sec. 300.320 of IDEA as “a 
written statement for each child with a disability that is developed, reviewed, and 
revised” in accordance with section 614(d).  
Individuals with Disabilities Education Act (IDEA): the federal law that mandates 
free, appropriate public education (FAPE), ensures rights of children with 
disabilities, and assists states in providing appropriate services (LaMorte, 2008). 
Section 300.8 of the Individuals with Disabilities Education Act (emphasis added) 
provides the following definition of a child with a disability: 
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(1) Child with a disability means a child evaluated in accordance with Sec. 
Sec. 300.304 through 300.311 as having mental retardation, a hearing 
impairment (including deafness), a speech or language impairment, a 
visual impairment (including blindness), a serious emotional disturbance 
(referred to in this part as "emotional disturbance"), an orthopedic 
impairment, autism, traumatic brain injury, an other health impairment, a 
specific learning disability, deaf-blindness, or multiple disabilities, and 
who, by reason thereof, needs special education and related services. 
(2) 
(i) Subject to paragraph (a)(2)(ii) of this section, if it is determined, 
through an appropriate evaluation under Sec. Sec. 300.304 through 
300.311, that a child has one of the disabilities identified in paragraph 
(a)(1) of this section, but only needs a related service and not special 
education, the child is not a child with a disability under this part. 
(ii) If, consistent with Sec. 300.39(a)(2), the related service required by the 
child is considered special education rather than a related service under 
State standards, the child would be determined to be a child with a 
disability under paragraph (a)(1) of this section. 
 
For purposes of this study, children with hearing impairment or deafness are those 
who have been identified to need related services and for whom hearing support is 
the primary assignment on their IEP documents. 
lived experiences: the importance of individual experiences of people as conscious 
human beings (Moustakas, 1994). 
parent: as defined under IDEA (2004), Sec. 300.30 states: 
(a) Parent means-- 
(1) A biological or adoptive parent of a child; 
(2) A foster parent, unless State law, regulations, or contractual 
obligations with a State or local entity prohibit a foster parent from acting 
as a parent; 
(3) A guardian generally authorized to act as the child's parent, or 
authorized to make educational decisions for the child (but not the State if 
the child is a ward of the State); 
(4) An individual acting in the place of a biological or adoptive parent 
(including a grandparent, stepparent, or other relative) with whom the 
child lives, or an individual who is legally responsible for the child's 
welfare; or 
(5) A surrogate parent who has been appointed in accordance with Sec. 
300.519 or section 639(a)(5) of the Act. 
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parent engagement: actively involving parents and family members in district and 
school improvement planning as equal partners, and in particular, directly 
involving parents and family members in activities that support at-home learning 
(LRP Publications, 2016). ESSA adds this language in addition to the use of the 
term parent or parental involvement. 
parent portal: a website that allows parents immediate, online access to information 
regarding their child, such as attendance, grades, and assessment results in 
addition to graduation requirements, credit accumulation, school and district 
calendars, and the ability to communicate electronically with a child's teachers 
(LRP Publications, 2016). 
parent presence: encapsulates the actions connected to the voices, ideas, and opinions of 
caregivers (McKenna & Millen, 2013). 
parent voice: refers to both the ideas that parents have about their children and the 
multidirectional manner in which educators receive these thoughts and opinions in 
an open flow of communication (McKenna & Millen, 2013). 
phenomenology: describes the meaning of a concept or phenomenon in terms of the 
lived experiences of several individuals, while also exploring the structures of 
consciousness in human experiences (Creswell, 1998; Polkinghorne, 1989). 
purposive sampling: a method of sampling wherein the researcher specifies the 
characteristics of the population of interest and locates individuals with those 
characteristics (Johnson & Christensen, 2012). 
regional service agency: the generic term used in this study to refer to agencies 
established by the Pennsylvania General Assembly. These agencies are private 
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entities and serve a designated geographic area's educational needs and function 
as an intermediary organization above that of a public school district, but under 
the auspices of the Pennsylvania Department of Education (PAIU, 2011). 
self-efficacy: the belief in one’s ability to organize and carry out an action or task (Heslin 
& Klehe, 2006). 
sensory impairment: a disability in one or more senses; for purposes of this study, a 
hearing loss. 
social capital: the network of social connections that exist between people, and their 
shared values and norms of behavior, which enable and encourage mutually 
advantageous social cooperation (Trainor, 2010a). 
structuration theory: refers to the production and reproduction of social system through 
members’ use of rules and resources in interaction. It is a social theory that 
includes the duality of structure to mean the rules and resources (structure) of a 
group as well as the individuals (actors) who draw on those structures as they 
function within the group (Giddens, 1984). The theory explains social practices as 
interdependent links between actions and agents (members) of the social 
structure. 
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Assumptions, Limitations, and Delimitations 
 
 
Assumptions 
Lincoln and Guba (1985) define qualitative research as a process that seeks to 
understand and explore the lived experiences of people in their natural settings. In a 
qualitative study, the researcher explores a central phenomenon to acquire an in-depth 
understanding from the participants’ point of view. A small number of participants or 
sites comprise the population group to allow the researcher to gain a deeper, laser-
focused understanding of the central phenomenon while studying multiple subjective 
realities. This form of research emphasizes the importance of participants’ own voices, 
experiences, and axiomatic understanding of reality (Bogdan & Biklen, 2003; Lincoln & 
Guba, 1985). The researcher develops a complex, holistic picture while conducting the 
study in a natural setting, analyzing the words of the participants to develop a detailed, 
narrative of the findings (Creswell, 1998). Qualitative research is inherently inductive, 
subjective, and biased in nature. The review of the literature plays a supporting role to the 
researcher’s description of the subjects’ experiences, which may take a variety of forms.  
Using words or images, the researcher asks participants broad, general questions, 
then analyzes and codes the data for descriptions and themes. The meaning of the 
experience is then interpreted by the researcher, who draws upon personal reflections and 
prior research while examining the data for the larger meaning of the findings. The 
researcher reports the findings in a flexible, narrative structure. 
With regard to this study, the following assumptions are made: 
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1. The researcher will be able to overcome any existing bias in regard to the 
phenomenon. 
2. As an internal member, the researcher will take extreme precautions 
within the research setting. 
3. Participants will be purposefully selected and recruited on the basis of 
their experience with the phenomenon to be studied. 
4. Open-ended interview questions will be designed to elicit responses that 
could increase the knowledge and understanding of the researcher. 
5. The researcher will strive to establish a comfortable rapport with the 
participants. 
6. Participants will freely and honestly share their experiences as voluntary 
participants in the study. 
 In selecting this topic for study, the researcher assumes that the identification of 
practices which families describe as supportive of or impediments to effective 
engagement in the special education process would serve to enhance evidence-based 
practices within the organization. Acknowledgement of the program’s strengths and 
needs serve to inform future practice, and will be embraced in the context of a continuous 
improvement process. 
 The researcher, having worked in tandem with families as an Auditory-Verbal 
practitioner, is keenly aware of the potential effects personal bias may have on this study. 
It is essential that these viewpoints do not cloud a clear perspective or interfere with the 
potential research to be undertaken. Concerted efforts are to be made throughout the 
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research and analysis processes to ensure that the effects of personal bias are curbed and 
curtailed. 
 
Limitations 
By its very nature, qualitative research has some inherent limitations. The 
researcher recognizes the limitations of this study and has given careful consideration to a 
focus on minimizing their impact. As some of the intended interview participants may be 
familiar with the researcher, the possibility exists that their responses could be affected or 
influenced by that familiarity. Maxwell (2004) describes this phenomenon as “participant 
reactivity.” Participant reactivity manifests when participants provide responses that they 
assume the researcher would want or expect to hear. In other cases of participant 
reactivity, participants may limit their responses and be less forthright or candid. 
Additionally, the researcher’s position as Director of the program to be studied may also 
present a limitation that needed to be addressed. In this capacity, concerted efforts were 
directed toward controlling researcher bias. Epoché, the process of blocking assumptions 
and bias in phenomenological studies, will be further discussed in Chapter 3 (Research 
Methodology). 
In that the study will occur within a single regional service agency program, the 
study’s population group has several limits. This presents another recognized limitation 
of this study , as generalizability is not possible with such a limited sample. However, 
transferability is a potential benefit unique to this research. Lincoln and Guba (1985) 
assert that the thick, rich description obtained in phenomenological studies can be 
potentially applied across multiple contexts. 
 
 
 
24 
 
 
 
Furthermore, the timing of the data collection process, which will commence at 
the conclusion of a school year, might also have an impact on interviewee responses.  
 
Delimitations 
Delimitations of the research include the conduction of this study in a single 
regional service agency setting, and the purposeful sampling of a distinctive subset of the 
population. Specific focus on a subset (parents of children with hearing loss) and their 
perceptions of facilitative practices and obstacles within the regional service agency is 
meant to support reflective growth, which will influence future practice.  
 
Summary 
 
 
There is a growing body of knowledge pointing to the critical nature of family 
engagement in education. The importance of family engagement is magnified for parents 
of students who are deaf or hearing impaired. This population must simultaneously 
master the intimacies and challenges of familial communication while embracing 
connections within the special education system with which they will engage for an 
academic lifetime. The dance of engagement is one that, to be successful, requires 
reciprocal, trusting connections between parents and professionals. After decades of 
legislation that mandate family involvement in the special education process, there is still 
not enough known about specific features of educational services that parents identify as 
facilitative of and obstacles to meaningful engagement. 
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With a better picture of needs and preferences for support identified by families of 
students who are deaf or hard of hearing to guide them, educators can surpass the 
expectations of mere compliance with federal mandates and move toward effective, 
synergistic practice. The intent of this research is to highlight the facilitative practices and 
other factors that parents identify as useful and beneficial in order to expand their 
application. Moreover, by recognizing perceived and real obstacles to family 
engagement, the hope is that concerted efforts can be made in working toward 
eliminating their presence and impact, thereby maximizing the value of family 
engagement for students. 
The next chapter of this dissertation provides a review of the existing literature 
and scholarly studies on dynamics in families with children who are deaf or hard of 
hearing; the importance of school, family, and community engagement; and beneficial 
facilitative practices and obstacles to family engagement. The literature review lays the 
foundation for the directions of this study and the development of the research pathway. 
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Chapter 2: The Literature Review 
 
Introduction 
 
 
The literature reviewed for this study concentrates on three core areas of existing 
research: 1. Parents of Children with Hearing Loss; 2. School, Family, and Community 
Engagement; and 3. Facilitative Practices and Obstacles to Engagement. The three 
streams of research provide the backdrop and rationale for examining the research 
questions that are proposed. They provide the reader with an understanding of the critical 
importance of family engagement (regardless of whether a student has special needs) and 
further demonstrate that the topics are inextricably woven together in the tapestry of the 
special education process. 
 
Concept Map 
 
 
The study has a base in the following streams: 
 Parents of Children with Hearing Loss 
 School, Family, and Community Engagement 
 Facilitative Practices and Obstacles to Engagement 
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Figure 2: Concept Map 
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Figure 2 provides a visual representation of the specific streams of the study as 
well as a list of the significant contributors to existing research that from the basis of this 
review. 
 
Families of Children who are Deaf or Hearing Impaired 
 
 
Hearing loss affects 12,000 children born in the United States each year, making 
it the most common birth defect (Rousch & Kamo, 2014; White, 1997). Approximately 
three in 1,000 babies are born with permanent hearing loss (Ross, et al., 2008). 
Approximately 92% of children with permanent hearing loss are born to two hearing 
parents, while an additional 4% are born to one hearing parent and one parent with 
hearing loss (Gilliver, Ching, & Sjahalam-King, 2013; Madell, 2014a; Mitchell & 
Karchmer, 2004). In total, 96% of children born with permanent hearing loss are born to 
parents where at least one parent does not have hearing loss. These statistics are relevant 
in that they highlight a significant reality in educational practice for children with hearing 
loss: most children who are deaf or hearing impaired are born to and reside with families 
who are initially likely ill equipped to address the complexities of parenting a child with a 
communicative disability (Nicholson, et al., 2014).  
The initial shock to the family unit is significant and well documented. According 
to Sheetz (2004), once hearing parents have confirmed that their child has been diagnosed 
with hearing loss, they alternate between feelings of pain and disbelief. Luterman (2003) 
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poses that the diagnosis of a hearing impairment is a loss that must be grieved. The 
abrupt shift in dreams for a parent is real, as parental dreams most likely do not include a 
child with disabilities. There is, then, a perceived loss, which Tanner (1980) equates to a 
death in the family, and, as Kubler-Ross (1969) emphasized, there is a great probability 
of anxiety to manifest in the face of loss. This probability is further exacerbated for 
parents facing the challenges of raising a child with disabilities, given the chronic and 
recurring nature of episodic grief.  
Luterman (2003), who further postulates that a model equating this loss with 
death is too simplistic as if fails to account for the ongoing impact of the disability, 
supports this idea. The grief resultant from death in one’s family is acute and surrounded 
by rituals to support the healing process—the body is buried, condolences offered, and 
comfort conveyed in a variety of customary ways. For parents of a child with disabilities, 
however, the grief is chronic. Emotional support may be minimal, with well-intended 
efforts extended by those who lack experience in dealing with chronic grief. Parents are 
constantly reminded of their loss, and trigger events as simple as a birthday party or 
family gathering may serve as a painful reminder of their child’s differences. Parents 
often seek support from and rescue by well-intended professionals who can unwittingly 
perpetuate a cycle of learned helplessness. Luterman (2003) warns professionals who 
seek to rescue parents from their feelings of inadequacy that their efforts may result in 
poor outcomes for the children involved. 
The parents’ journey into the world of supporting a child with hearing loss can be 
equally difficult, tumultuous, and wrought with opportunities for discouragement. Caught 
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amidst feelings of anger, guilt, and self-doubt, parents begin their journey to determine 
what they can do to ensure that their child will develop into an independent adult with 
identity reflection underpinnings of self-esteem and confidence (Luterman, 2003, p.53). 
Parents are hurled head first into an ocean of acronyms and advocacy, and are expected to 
function collaboratively within a system that requires trust and connections, so as to best 
serve their child’s needs. Typically, parents struggle to decipher medical jargon in an 
attempt to discover how to best care for, raise, and engage with their child. This struggle 
in compounded by the necessity of evaluating information and weighing possible 
outcomes in the use of assistive technologies, modalities of communication, and choices 
in education and habilitation (DesGeorges, 2003; Kurtzer-White & Luterman, 2003). In 
order to make these difficult decisions with educated choices, parents need accurate, non-
biased information regarding communication methodologies and school placements, as 
these choices set the lifetime trajectory for their child (Madell, 2014a). Ultimately, these 
same decisions impact communication among the entire family (DesJardin, Eisenberg, & 
Hodapp, 2006; Sass-Lehrer, 2002; Zaidman-Zait & Jamieson, 2007; Zaidman-Zait & 
Most, 2005) 
The potentially far-reaching impacts of deficits in communication skills can 
negatively affect adult life in many ways, including fostering suboptimal literacy skills, 
social interaction, academic performance, and overall quality of life (Muir, 2003; 
Yoshinaga-Itano, et al. 2006). Furthermore, the successes and shortcomings in the child’s 
life has real impacts on parental engagement. Hintermair (2000, 2006) shares a 
perspective on the field of deaf education that emphasizes the importance of combining a 
 
 
 
31 
 
 
 
focus on parental experiences and the socio-emotional development as a function of 
resource availability. Stress for parents, as indicated in this study of 213 mothers and 
fathers of children who are deaf, is higher when children are experiencing social or 
emotional challenges. This study confirmed the results of other earlier research that 
demonstrated how additional handicapping conditions have tangible impacts parental 
stress levels and that establishing and maintaining communicative competence for the 
child, regardless of modality, was a sound predictor of reduced parenting stress. Nicholas 
and Geers (2013) note that the vast majority of families whose children are deaf or 
hearing impaired seek for their child to learn to listen and speak. Accordingly, for parents 
of children who are deaf and hearing impaired, the urgency of becoming engaged cannot 
be overemphasized. 
Due to this, purposeful planning and delivery of interventions on behalf of 
children who are deaf and hearing impaired is essential, and best delivered through a 
partnership between parents and professionals. Parents may be willing, but unsure of how 
to support linguistic growth for their child who is deaf or hearing impaired. It makes no 
difference what communication modality a family selects, but communication efforts 
must be deliberate, not incidental as it is with hearing children (McAnnally, Rose, & 
Quigley, 1998; Moeller, 2000; Muir, 2003). Children attend school for merely a 
fractional component of their waking hours; for the remainder of this time, they “attend 
home” (Muir, 2003, p.6). Their time at home affords parents opportunities to facilitate the 
expansion of social and linguistic competence. Research has illustrated the critical 
importance of linguistic input for children who are deaf and hard of hearing, yet parents 
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may lack the capacity to act in ways that satisfy this need. Hearing is a first order event in 
language learning (Cole & Flexer, 2016). Children with typical hearing are constantly 
bombarded with linguistic opportunities. By virtue of their hearing acuity, children with 
typical hearing have ongoing opportunities to soak up the linguistic context that 
surrounds them, whether or not language is directed toward them. A conversation in an 
adjoining room, the newscast on television, or lyrics from the radio provide opportunities 
for the typically hearing child to learn language in an incidental manner that is not readily 
available to children with hearing loss. 
Specifically, babies require frequent exposures to conversation in order to discern 
social patterns and generate statistical probabilities of certain meaning units occurring. 
Regardless of whether a child has a hearing loss, the quantity of parental conversation is 
the best predictor of the child’s language competence. This contemporary understanding 
holds that childhood hearing loss is a neurological emergency that has a deleterious 
impact on a baby’s brain. Consistent auditory stimulation provides the underpinnings for 
growth of the auditory cortex. Beginning at four months in the gestation period, the 
ability of the auditory cortex to function and flourish is contingent upon sensory 
stimulation. The crucial window of opportunity for brain neuroplasticity extends from 
birth through three years of age, when synaptic pruning begins (Sharma, Campbell, & 
Cardon, 2015). At that time, strong neurological connections are maintained while 
weaker links are pruned away and replaced by visually oriented connections. 
Hearing loss of any type and degree interferes with the “doorway” of getting 
sound to the auditory brain centers. When the intent of intervention is development of 
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listening and spoken language, Flexer (2016) asserts that parents need guidance and 
coaching to maximize technology usage for the children with hearing loss in order to 
overcome impediments to auditory brain access. The ear, in Flexer’s analogy, is merely a 
doorway to the brain, the true organ of hearing (Cole & Flexer, 2016). 
Emerging research from Dr. Dana Suskind et al. (2013, 2015) suggests enhancing 
linguistic support to parents through a scalable, multi-tiered emphasis on the importance 
of “parent talk.” Her work is focused on population-level, community-level and intensive, 
individual-level efforts. Although Suskind is a cochlear implant surgeon and intimately 
affiliated with children who have hearing loss, her proposed framework of support to fill 
the “Thirty Million Word Gap” has significant applicability for families and children 
everywhere. This term refers to the seminal work of researchers Hart & Risley (1995, 
1999, 2002), who determined that adult word count and conversation turns in early 
childhood experiences had a long-term impact on child achievement and on the child’s 
brain development. 
Enrichment of linguistic environments surrounding young children is the 
cornerstone of the Suskind project to grow the child’s brain for language and literacy. 
Preliminary results are optimistic. The approach’s interventions center on use of 
interactive media for training in conjunction with feedback from a digital language 
processor known as LENA (Language Environment Analysis). LENA is a “language 
pedometer” that tracks child vocalizations, background noise, adult conversational 
exchanges, and word count (Zhang et al., 2015). The data is recorded and analyzed, and 
then shared with parents as an instructional tool, which suggests coaching to identified 
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areas of enhancement as well as detailing celebration of strengths. Integration of this 
technology is a promising practice in that it provides objective data, which serves to 
substantiate interactions between parents and their children with hearing loss who are 
learning to listen and speak. 
Overall, research demonstrates that parenting a child with a hearing loss can have 
an impact across multiple domains of family life: family interactions, family resources, 
parenting, and support services (Jackson & Turnbull, 2004). It has further been 
determined that time demands (Hintermair, 2000), social networks (Seligman & Darling, 
1997; Hintermair, 2000), communication (Luckner & Valeski, 2004) and emotional well-
being (Most & Zaidman-Zait, 2003) are challenged by the presence of a hearing loss in 
the family. Parents in several studies indicated that the balance of family life is tipped 
when a child in the family is deaf or hard of hearing, as the disability assumes a 
significant focus (Calderon, Bargones, & Sideman,1998; Hintermair, 2000). 
Families (to include parents, grandparents, siblings and extended family 
members) must play a central role of the interventions afforded to children who have 
hearing loss. Henderson and Hendershott (1991) state that, “because a deaf child is a 
component of the family system, the deafness belongs not just to the child but to the 
entire family” (p. 325). For this expressed reason that families and educators must seek 
effective methods to combine forces in an effort to maximize student success. Partnership 
is key to a successful, sustained effort. It is the essential nature of this partnering 
relationship, which underpins this study. 
 
 
 
 
35 
 
 
 
School, Family, and Community Engagement 
 
 
Students whose parents are engaged in their school experience demonstrate 
superior performance academically, socially, and vocationally, regardless of their socio-
economic status. Research demonstrates that a strong correlation exists between student 
achievement and intensive, intentional application of parent engagement strategies 
(Henderson et al., 2007; Mapp et al., 2014). When parents are involved in their children’s 
education, it makes a profound difference (Patrikakou et al., 2005). 
The importance of parental engagement in students’ success has been widely 
recognized by experts. For instance, in a recent article, Dr. David Luterman (Professor 
Emeritus of Emerson College and founder of the Thayer- Lindsay Parent Infant Center) 
asserted the value of family focus in special education, stating that when educators 
put the family truly in the center of your clinical focus, a huge paradigm shift 
takes place. Instead of being passive observers, parents become active participants 
in the therapy, and treatment plans always involve consideration of parental 
needs. In fact, the parents and clinicians jointly arrive at lesson plans, with 
considerable parental input. (Luterman, 2015) 
 
It is by accepting Dr. Luterman’s assertion, that at the point of joint planning parents can 
be deemed truly engaged, that we begin. 
Accordingly, it is accepted that increasing family participation and engagement 
will produce improved educational outcomes for children is the very core of all family 
support efforts (Nicholson et al., 2014). Identification of practices and formulation of 
policies that can foster this engagement for every parent of a child with special needs is a 
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challenge identified across many aspects of the literature reviewed. From early 
intervention through adulthood, family engagement activities should be woven into the 
tapestry of services provided by regional service agencies. Numerous researchers suggest 
that a comprehensive framework of support should include opportunities for parents to 
learn about their child’s unique strengths and learning needs, their child’s rights to special 
education services, establishing a network of support, advocating for their child, and 
accessing community resources (Bailey, et al., 2011; White, et al., 2010). 
This exact belief has formed the foundation of many educational mandates and 
has gone into effect as a requirement of several pieces of American educational 
legislation. One of the key pieces of legislation for students with differing abilities is the 
Individuals with Disabilities Education Act (IDEA, 2004), which amplifies the 
effectiveness and potency of educational legislation and defines the need for parents to be 
involved in the Individual Educational Program (IEP) process relative to evaluation, 
development, and implementation, as well as placement decisions. Moreover, IDEA 
requires that parents must be equal partners not only on the IEP team but also with 
representation in matters relative to district, state, and federal policymaking. To do so, 
parents must be informed and engaged partners in their child’s education. 
Furthermore, parent engagement is not only a legal requirement of IDEA (IDEA, 
2004, PL 408-446), it is also an evidence-based best practice. Family engagement efforts 
have taken a larger share of the spotlight with each iteration of educational legislation, 
including the No Child Left Behind Act (NCLB, 2001) and the most recent update of the 
Elementary and Secondary Education Act, the Every Student Succeeds Act (ESSA, 
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2015). This legislative update recognizes that children live in the context of families and 
that strong family engagement is central (rather than supplemental) to promoting student 
success. The realization that professionals will come and go in a child’s life, but that the 
family remains a constant, serves to inform the notion of empowering the family 
(Robbins & Caraway, 2010). 
To this end, Smiley (2010) conducted a qualitative study of relationships around 
the IEP development process. Through case study format, the researcher explored the 
experiences of both parents and service providers, with a subset of the population (people 
of color). The study of group dynamics is powerful in that it emphasizes the impact of 
working relationships between parents and service providers. Richman (2015) analyzed 
IEP meetings and noted that special educators maintain a disproportionate level of power 
related to influence and decision making in the IEP process. The researcher notes the 
propensity of parents to serve in passive roles on IEP teams with limited impact on the 
decision making process. He notes four significant components of family engagement: 
parent participation, power dynamics and distribution, relationship building, and 
defining, developing, and enacting the IEP. In the study’s outcomes, Richman challenges 
educators to capitalize on the intent of legislative mandates of involvement and 
collaboration in the special education process as intended in IDEA.  
Similarly, Salas et al. (2005) infers that creating an environment for effective 
parental involvement requires the recognition of parents as legitimate participants in 
school governance and supporting the development of parental skills. In a study of 
Mexican American parents and special education teachers, the author affirms that the 
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partnerships between those parties should be the core element of any special education 
program. The author emphasizes the importance of trustworthiness, concern towards 
acculturation issues, and a cognizance of literary proficiency of families in forging 
proactive bonds. Adams and Christianson (2000) studied the evolution of trust across the 
academic lifespan. They determined that higher levels of trust between parents and 
schools occurred at elementary than at middle and high school levels. Moreover, they 
infer that there is a predictive relationship between family school interaction and trust 
that exceeds frequency of contact or demographic variables.  
Similar themes also emerged in a study by Ragin (2007). Ragin’s study concluded 
that educators must focus on family needs and concerns when developing program and 
assessments for children. Accordingly, programs and service providers need to: 1) be sure 
that families understand and are active in the development of their child's IFSP/IEP; 2) 
consider the families' needs, resources, and concerns; and 3) primary service providers 
need to assure that programs are coordinated with easily accessible information about all 
types of available services. 
Updates to teacher preparation training may hold a key to ensuring equitable 
power dynamics and supporting family engagement. In doing so, professionals move 
from the position of sage on the stage to assuming a partnership stance. To this end, 
Hansuvadah (2009) conducted several interviews pre-service educators and suggests 
several factors that present as challenges to supporting parents. The interviews revealed 
that often a lack of preparation, attitudinal obstacles, workload issues, and language and 
cultural differences frequently inhibited teachers' collaboration with families of children 
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with disabilities. To address these concerns, Sauer and Kasa-Hendrickson (2010) outline 
a model intended to afford teachers in training with opportunities to learn alongside 
parents of students with disabilities in an effort to 1. eliminate or reduce fears and 
stereotypes about disabilities; 2. allow university students to begin to view parents as 
both resources and partners in their children’s education; and 3. to enhance university 
students’ understandings of themselves as advocates for inclusion. Based on Fried and 
Saronson’s (2002) work on the value of recognizing family perspectives and experiences, 
students in Sauer and Kasa-Hendrickson’s study were afforded the opportunity to partner 
with families and actively listen while conducting face-to-face guided interviews. The 
qualitative study yielded insights that resulted in changes in student writing—changes 
that reflect a paradigm shift from deficit-based to an expressed understanding that 
families are “complex, unique and resourceful” entities. Moreover, the participants 
displayed greater sensitivity to the individual needs of each student as a function of study 
participation. 
Of course, while creating a welcoming relationship based on mutual 
understanding is one part of engaging parents, many variables (such as income, time, 
energy, and community contacts) have substantial influence the quality and types of 
resources needed to foster parent involvement. In the case of a family with child who has 
special needs, the effects of these variables are magnified, including the stressors that 
accompany parenting a child with a disability (Jackson, Traub, & Turnbull, 2008). This 
stress can arise from a multitude of sources, not the least of which is parents having to 
take on multiple roles in order to meaningful support their child and see them succeed. 
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Research has found that parents of children receiving special education services must 
often play the role of advocate (Jackson, Traub, & Turnbull, 2008; Muir, 2003). Not only 
do parents advocate for resources or services, but as Peterson (2013) suggests, they also 
advocate within their relationships to schools, because hierarchical relationships between 
parents and professionals are prevalent, with parents often having the lower-status 
position (2010, p. 121). Although research addresses the value of more balanced 
relationships, the value and need for parent training in advocacy and collaboration skills 
is suggested in a number of studies (Glang, McGlaughlin, & Schroder, 2007; Blue-
Banning, et al, 2004; Moody, 2010; Richman, 2015). 
Furthermore, the work of Stoner and Angel (2006) suggests that parents are not 
only required to serve as advocates and collaborators, but they must also assume the roles 
of negotiator, monitor and supporter. The researchers propose that educators should 
consider the potential benefits of enhanced self-efficacy and wellness for parents who are 
equipped to assume these roles on their child’s behalf. Moreover, they state that 
educators would do well to recognize that not all parents are readily able or willing to 
assume any or all of those roles at the same rate. 
However, Hoover-Dempsey and Sandler (1997) indicate that, ultimately, most 
parents’ decisions regarding involvement are based on three determining factors: 1. how 
the parents view their roles in the child’s life; 2. the level of confidence parents have in 
helping their child succeed in school; and 3. the availability of opportunities, invitations, 
and demands for parental involvement made by the child and the child’s school. The 
authors indicate that children’s personal qualities (aspects of personality, learning style, 
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and preferences) have a direct impact on parents’ level of involvement and participation 
in their children’s education. Additionally, family status variables (including income, 
education, ethnicity, number of children, and marital status) are often tied to family 
involvement and children’s academic success.  
These understandings (the necessity of parents as equal, engaged partners and 
legislative updates focused on the goal of fostering this engagement) come on the backs 
of broad research into the effects of parental engagement on student success. In “A New 
Wave of Evidence,” Henderson and Mapp (2002) reviewed 51 studies on the relationship 
between parent involvement, community involvement, and improved student 
achievement. The studies were grouped into three general categories which centered on 
the impacts of family and community involvement on student achievement; effective 
strategies to connect schools, families, and communities; and organizational and 
community efforts to improve schools. 
Similarly, Benedict (2003) offers an extensive literature review that identifies a 
number of themes that emerged as supportive of the adult success of children who are 
deaf or hearing impaired. These themes, distilled from surveys and interviews conducted 
by several researchers, include, but are not limited to: active parental involvement in 
early education and education decisions (Moeller, 2000; Toscano, McKee & Lepoutre, 
2002), extensive family communication, family participation, early exposure to reading 
and writing, and high parental expectations (Calderon, 2000; Calderon & Greenberg, 
1999). 
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However, there have been many problems cited in the existing body of studies 
and types of research conducted. For instance, Henderson and Mapp (2002) cited a 
number of limitations to the existing research on parent engagement, which is heavily 
weighted in the survey model. They noted that survey data tends to cover many broad 
topics, but without probing these topics in any depth which could help provide clearer 
answers. The lack of depth in studies using the survey model is likely due to the nature of 
closed-ended, self-report surveys, which cannot fully capture the dynamic, transactional 
nature of parents’ involvement in their children’s education (Baker and Soden, 1997). 
Due to this, surveys cannot communicate why parents, students, or teachers respond in 
the manner that they do, or permit participants to share information with researchers in 
ways may not be elicited by standard survey questions. Baker and Soden (1997) suggest 
that many of these processes could better be explored through open-ended and 
observational techniques that would produce rich data, shed light on complex processes, 
and generate new hypotheses (p. 15). 
 
Summary 
In Beyond the Bake Sale: The Essential Guide to Family-School Partnerships, 
Mapp, et al (2007) define possibilities for family connections along a continuum that 
begins with involvement and peaks with empowerment. They define family involvement 
as participation in school-sponsored activities, such as Back to School nights and sporting 
events. Engagement involves participation in committee work or surveys, and 
opportunities for shared decision-making. Empowerment, the pinnacle of family 
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connectedness, involves organizing or advocacy at school and community levels. 
Educational leaders are responsible for recognizing the need, and then to cultivate 
empowerment of families in their charge. An examination of social and cultural capital as 
facilitators to engaging families in the education process will support those efforts. The 
third and final stream of this review will explore practices that have been known to be 
facilitative and practices that have been identified in the research as challenges to 
effective family engagement. 
 
Facilitative Practices and Obstacles to Engagement 
 
 
With the recognition that collaborative, equal partnerships between families and 
schools has a demonstrated positive correlation with student success and the 
implementation of legal mandates which require families and schools to play active roles 
in this relationship (especially when a child has a differing ability, such as hearing loss), 
the practices that support and impede this engagement must be explored. This stream of 
the literature review will focus on practices that are facilitative to fostering family 
engagement with an eye toward accumulating social and cultural capital, and the roles of 
these practices in the special education process. Additionally, this section will seek to 
explore and describe challenges and obstacles to engagement as identified by families of 
children with special needs. 
To begin, Thompson and Heron (2005) define facilitative practices through 
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distinct styles, which are grouped into categories based upon which member(s) in the 
relationship hold the most power. The researchers describe the facilitative styles in three 
ways: 
 Hierarchical: wherein the facilitator directs the learning process; the 
facilitator does for. 
 Cooperative: wherein the facilitator works in cooperation with an 
individual or group to structure the learning process; the facilitator works 
with. 
 Autonomous: wherein a facilitator respects the autonomy of a group or 
individual and gives them the freedom to find their way; the facilitator 
fosters hands-off autonomy. 
Heron further defines two categories of supportive intervention (authoritative or 
facilitative) into distinctive subcategories. 
 Authoritative intervention may be: 
 Prescriptive: wherein the facilitator explicitly directs the person or group 
of people they are helping by giving advice and direction. 
 Informative: wherein the facilitator provides information to instruct and 
guide the person or group of people. 
 Confronting: wherein the facilitator challenges another person’s behavior 
and attitudes. While confrontation may hold a negative connotation in 
typical usage, confronting a person or group of people can be positive in 
that it helps the other to consider their behavior and attitudes of which 
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they might otherwise be unaware. 
Facilitative interventions might be: 
 Cathartic: wherein the facilitator helps support others as they express and 
overcome thoughts or emotions, which may not have been confronted 
previously. 
 Catalytic: wherein the facilitator helps another person or group of people 
to reflect, discover, and learn on their own. 
 Supportive: wherein the facilitator builds confidence by focusing on 
competencies, qualities, and achievements. 
It is widely recognized that educators and administrators may deploy any or all of these 
styles in an effort to support families in the special education process. 
Regardless of style facilitative practices or category of methodology in 
interventions, a commitment to partnership must be shared among all key stakeholders. 
As noted by Turnbull et al. (2015), trust is the foundation of all school partnerships. The 
role of trust in these partnerships was identified by Haines (2015) and Blue-Banning et al. 
(2004), who emphasize that partnership between families and schools is enhanced by 
reciprocity and trust, and that, ultimately, both parties benefit from the enhanced 
relationship. Of course, the most significant beneficiary of enhanced school-home and 
community relationships is the student. Tschanner-Moran (2014) calls for an intentional, 
ongoing emphasis on fostering partnerships, and cautions that trust must never be taken 
for granted. 
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Blue-Banning et al (2004) also identified other facilitative behaviors which 
function in tandem with the foundational keystone of trust, and include: communication, 
commitment, respect, equality, and professional competence. These behaviors were 
described by Gross et al. (2015) as six indicators of professional behavior which nurture 
collaborative partnerships. These indicators will play a significant role in the interview 
protocol to be utilized in this study. 
Of course, utilizing these facilitative behaviors will not result in instant 
collaboration and engagement. To this end, Amendt’s 2008 research on community 
education practices across schools led to a visualization of collaboration as a continuum. 
Community education embraces the belief that learning occurs not just in school, but 
across many settings. Collaboration with and engagement of families, community 
members, organizations, teachers, and students to build a learning community is the 
cornerstone of community education. Amendt asserts that when the school, home, and 
community work together to decide upon courses of action, it leads to a more meaningful 
and successful learning experience for all. 
The researcher recognized that greater partnership between educators and parents 
occurs in stages along a progression, not as a singular event. The researcher 
acknowledged an increasing degree of collaboration and partnership that moves fluidly 
through the following stages: 
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Continuing, as noted in the School, Family, and Community Engagement 
literature review, despite a clearly established legal requirement for parent participation 
in the special education process, the existing service delivery system in education 
inherently has problems with equitable balances of power in the school-family dynamic. 
Drawing connections between structuration theory (Giddens, 1984; Sewell, 1992) and the 
nature of IEP meetings, Richman (2015) details the conceptualization of the IEP process 
to include special education law and local education agency policy, while describing 
beliefs about how the meeting should be conducted and behavior during these meetings 
as significant elements of the overall process. The researcher proposed that analysis and 
deconstruction of these factors might result in innovation in facilitating practices that are 
“consistent with the spirit of parental involvement articulated by IDEA” (p.21). 
Figure 3: Continuum of Collaboration (Amendt, 2008) 
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To this end, Sarason and Sarason (2002) describes patterns of interaction, 
procedures, and rules in educational settings that reflect the assumptions and power laden 
relationships that are inherent within the IEP process. This power dynamic is also 
recognized by other researchers, and is cited by all as a source of concern that needs to be 
raised in the educator’s consciousness. For instance, McKenna and Millen (2013) note 
the regularity with which engagement literature focuses on a deficit model, wherein it is 
commonly assumed by administrators and teachers that parents need to be taught or 
trained to care for their children. The authors assert that this approach is unproductive, as 
it fails to acknowledge that the existing parent-child relationship can be leveraged to 
achieve success by bringing the parents’ distinctive knowledge of their child to the table. 
Although leveraging this form of engagement may be highly beneficial, parents have 
cited depersonalized meetings, a greater focus on paperwork, and heavy emphasis placed 
on adherence to timelines over meaningful collaboration as impediments to their 
engagement in the special education process (McKenna & Millen, 2013).  
To improve parental engagement in the IEP process, McKenna and Millen (2013) 
suggest that school-home relationships be reconsidered to include the central components 
of parent voice and parent presence. The researchers proposed a theoretical model, which 
defines parent voice as the right and opportunity for parents to express their thinking and 
understanding of their child’s unique needs, and the dreams, hopes, and desires that they 
bring on their child’s behalf. Parent voice may express optimism, desire and pride, but 
may in contrast portray frustration, anger, or disrespect. As another part of the theoretical 
model, McKenna and Millen (2013) define parent presence as actions or involvement of 
 
 
 
49 
 
 
 
the parent through formal or informal spaces surrounding their child’s education. This 
presence might take a traditional form, such as supporting with homework or attending a 
school play, but it may also manifest as finding ways to connect with the educational 
setting, despite time, language, or cultural obstacles. Parent presence includes all aspects 
of caregiver involvement and is the cornerstone of a child’s social and cultural capital, as 
garnered by their parents. 
Another problem commonly identified in the IEP process is how the power 
dynamic often inadvertently results in the creation of welcome access for some families 
while ignoring the challenges that are evident for others. The existing system is founded 
on the assumption that all families are equally equipped to participate and hold similar 
points of view and cultural perspectives (Stoner et al., 2005; Fish, 2006, 2008). For 
instance, some subgroups of the parent population may be perceived as uninvolved or 
disinterested, when their behavior patterns may simply be a manifestation of differing 
cultural norms. This is further complicated by a relative lack of diversity in teacher 
populations, as many teachers hail from middle-class backgrounds and may have a 
limited understanding of cultural competence with diverse groups (Harry et al. 2005). 
Additionally, the idea that parents’ investment in their children’s education will 
vary according to their interest and ability is also evident in Audrey Trainor’s work 
(2010a). Her research focused on social and cultural capital, which are defined in the 
study as connections to others and access to information, and defining an enhanced 
understanding of parental acquisition and use of these assets in special education. In this 
study, the author notes that cultural capital may be objectified through books and other 
 
 
 
50 
 
 
 
media resources that serve to inform, but may also be embodied in the dispositions and 
tasks that guide one’s way of thinking. For a parent, cultural capital in special education 
is acquired by the recognition and diagnosis of a disability that offers entrée into the 
special education process. Social capital is then acquired through the opportunity to 
access and engage with professionals in the field. For some families, this capital is readily 
amassed, cultivated, and leveraged, but for others, acquisition presents a greater 
challenge. Establishing and cultivating social capital are enhanced through collaborative 
efforts. Trainor (2011) emphasizes the need to engage all parents in a collaborative 
process that is respectful of families’ diversity. She asserts that, “One does not want to 
promulgate a system where one provides a set of services or a standard of quality 
educational opportunities for youth with disabilities whose parents are effective 
advocates and another for those who are not” (p. 46). 
 Bolivar and Chrispeels (2011) delineate the social and cultural capital required to 
navigate the American school system successfully. It is this capital that allows for the 
establishment of shared power and decision-making, resulting in empowerment. 
Delgado-Gaitan (1991) define empowerment as a process that is ongoing and intentional 
in involving mutual support, critical reflection, caring and group participation. 
Throughout this process, those who lack an equal share of valued resources attain access 
to and control over those resources. The process requires conscious effort, based in the 
willingness to act within a social context. Coleman (1988) has argued that meaningful 
communication and the transfer of information among the members of a community also 
require the sharing of social context. 
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Summary 
When parents are involved in their children’s education, it makes a profound 
difference. Children with special needs bring a deeper dimension to the need for parental 
engagement. While participation in the development of IEPs is legally mandated and a 
prescribed part of special education, the importance of school-parent partnerships is also 
recognized as best practice across the developmental span (Patrikakou et al., 2005). 
Turnbull, Turnbull, and Kyzar (2009) state that continuity of practices across home and 
school settings is essential to ensuring quality services. If educators and administrators 
truly care about boosting academic and social competence among our students, they must 
be attentive to how schools engage parents. In Beyond the Bake Sale: The Essential 
Guide to Family-School Partnerships (2007), Henderson et al. describe four core beliefs 
of educators, principals, district leaders, and other school staff that form a foundation for 
successful engagement efforts. They believe that: 
 Parents have dreams for their children and want the best for them 
 Parents have the capacity to support their children’s learning 
 Parents and school should be equal partners 
 Responsibility for building partnerships between school and home rests 
primarily with school staff, especially school leaders. 
 
Fish (2008) reported that many parents are generally satisfied with their child’s 
IEP meetings, but offered educators with meaningful suggestions to improve the process. 
These suggestions include:  
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 scheduling ample time for the meetings;  
 fostering an atmosphere that is warm and welcoming;  
 encouraging parents to invite someone familiar with the IEP process to 
serve as an advocate;  
 using jargon-free language to facilitate understanding;  
 avoiding possibility of parents feeling that IEP forms were completed and 
decisions made in advance of parental input;  
 inviting parental participation in the crafting of goals and objectives; and  
 offering parents a draft copy of IEP objectives in advance the meeting to 
allow time for review and preparation of questions. 
 
Furthermore, Henderson et al. (2007) have asserted that all parents want the best 
for their children, regardless of their socioeconomic status. Parents have an interest in 
their child’s education and have the capacity to support their learning. When educators 
embrace this belief, with an emphasis on a consultative exchange aimed at establishing 
respectful, supportive relationships, sustainable, productive relationships can be 
successfully forged. School, family, and community engagement supports the prospect of 
enfranchising families as a critical component of influence on student achievement. 
Epstein (2014) further asserts that the way schools demonstrate how they care for 
children is reflected in the way in which they care for families. In her model of 
overlapping spheres of influence, Epstein places students at the center, where the nexus 
of intersection is strengthened and bolstered by the strength of the surrounding 
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components. The joint influence of the overlapping spheres recognizes that there are 
times when working in concert enhances effectiveness, while at other times, one entity 
will overshadow the other. Interactions of these overlapping influences forge partnerships 
that can withstand inevitable disagreements or conflicts because of the firmly established 
foundation of trust and respect that has been forged.  
As a model for fostering these powerful relationships, the Dual Capacity Building 
Framework (crafted under the guidance of Dr. Karen Mapp) was designed to ignite 
attention to developing capacity of adults through professional development in pre- and 
in-service settings (Westmoreland et al., 2009). The Framework is not a cookbook, but 
rather a compass that points to the ways in which school entities can promote positive 
relationships among families, schools, and communities. Families must receive assurance 
that their contributions matter. A major challenge is that stakeholders lack knowledge on 
how to leverage the collective contributions of all and to build effective partnerships. 
Opportunities and conditions that allow for the establishment of process and 
infrastructure of capacity building must be recognized and cultivated. As the 
infrastructure develops, there must be a plan to establish policy and identify program 
goals. These goals, which are applicable for families, schools, and community members, 
must be linked to the “4 C’s”: capability, connections, cognition, and competence. 
Outcomes of the application of the above-mentioned goals will include educators who 
value and deploy the funds of knowledge that families bring to the partnership and will 
ultimately result in a welcoming culture that promotes student achievement. 
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Similarly, Reiman et al. (2010) presents practical strategies for enhancing the IEP 
process, such as promoting a team culture for meaningful engagement, by emphasizing 
the value that families bring to the table on their child’s behalf. These ideas are intended 
to support the facilitation of parental self-advocacy, which can ultimately project parents 
toward leadership and educational policy development. As they move through the special 
education process by their child’s side, parents become effective advocates who can 
ultimately use their growing body of knowledge to pay it forward.  
 Chapter 3 (Research Methodology) describes the methods, population and site 
included in this research on facilitative practices and obstacles to family engagement in 
the southeastern Pennsylvania regional service agency that was studied. Specifically, it 
will include a discussion of the survey and interview protocols, data collection, and 
analysis steps deployed in an effort to answer the stated research questions.  
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Chapter 3: Research Methodology 
 
Introduction 
 
 
Previous chapters have described the impact of deafness on a child and their 
family, the importance of family engagement, and the paucity of studies that specifically 
focus on practices that facilitate or impede family connections to their child’s special 
education programs. Chapter 3 provides an explanation of this study’s research design, 
polling process, qualitative methodology, and phenomenological orientation. 
Additionally, this chapter includes background information about the regional service 
agency in which the study was conducted, researcher access to the site, and the 
population of families invited to participate. A timeline for the study is provided.  
This chapter also includes a description and background on each methodology 
deployed in the study, background on the development of the survey, interview protocol, 
and writing prompt. A discussion of the research process, data analysis strategies, and 
tools follows. Chapter 3 concludes with a discussion of the researcher’s role in 
conducting this study at her place of employment and addresses issues of bracketing, 
validity, and trustworthiness. 
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Research Design and Rationale 
 
 
The study was designed to be phenomenological in nature. As defined by 
Cresswell (2013), phenomenological studies report the stories and lived experiences of an 
individual or several individuals. Phenomenology focuses on the subjective experiences 
of the participants. Therefore, the intent of phenomenological research is to determine 
what an experience means for the persons who have had the experience and are able to 
provide a comprehensive description of the experience (Moustakas, 1994). The 
researcher then details these individual descriptions in an effort to extract the essence of 
the experience. 
This phenomenological study centered on the subjective experiences of the 
participants (parents of children with hearing loss) to obtain greater understanding and 
(possibly) meanings of phenomenon and to address questions concerning the everyday 
lived experiences of parents of children with hearing loss. By collecting information 
about the shared experiences of this subset of the population, the researcher developed a 
composite description of the essence of experiencing parents’ perceptions of facilitative 
factors and obstacles to their involvement in the special education process (Moustakas, 
1994). In listening to their stories, the researcher sought to discover the answers to 
research questions while establishing a greater understanding of lived experience from 
the participants’ perspective. 
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As a phenomenological study is based on much description and interpretation of 
subjective experiences, these are typically qualitative in nature. In a qualitative study, the 
research design is flexible, general, and evolving. The researcher used her instincts as to 
the direction of inquiry, generating questions as the data unfurls, which permits for 
greater depth of inquiry. The qualitative approach provided an appropriate means of 
seeking responses to the research questions for this study. For instance, interview 
questions were designed as open-ended to elicit responses from participants, which 
address the research questions proposed. The qualitative approach used in this study 
allowed the researcher to identify practices that parents cite as facilitators and obstacles 
to their engagement in the special education process.  
Furthermore, sample size within qualitative research is small in order for the 
researcher to fully analyze and synthesize the data. The practicality of analyzing a large 
amount of information dictates that a qualitative researcher must strike a balance 
between being ample enough to ensure uncovering most perceptions, but small enough 
to avoid being redundant. Mason (2010) states that the qualitative researcher should 
work to the point of saturation, or as long as their efforts result in different responses. 
Seeking the point of saturation requires a synergistic combination of sampling, data 
collection, and analysis that occurs in a simultaneous, rather than a linear fashion 
(Trainor, 2014). Glazer and Strauss (1967) emphasize that seeking saturation is an 
appropriate goal in the majority of qualitative studies, as collecting additional data offers 
no further information to support the investigation. It is typical for experts (Mason, 
2010) to avoid the suggestion of specific sample sizes in qualitative studies. However, in 
 
 
 
58 
 
 
 
seeking specific guidance on sample size for this phenomenological study, the researcher 
followed the suggestions of Cresswell (1998), who suggests five to 25 participants, and 
Morse (1994), which states that at a minimum six subjects should be able to provide an 
appropriate sample.  
According to Bogdan and Biklen (2003), qualitative data include interview 
transcripts, anecdotal notes, photographs, videos, personal documents, memos, and other 
official records. The qualitative researcher analyzes and interprets the data to create a 
narrative of the results that “paints” a vivid picture of the research findings.  
By conducting this research within a designated subset of the population of parents 
of children with disabilities, the researcher intended to obtain program-specific data 
regarding practices described as facilitative or impediments to family engagement in the 
special education process (OSEP, 2011, p.107). For this study, parents of children who 
are deaf or hearing impaired and served by a regional service agency program were 
examined. Such data is not typically available because School Performance Plans (SSP’s) 
are developed by each individual school district, and this regional service agency 
encompasses thirteen distinctive districts. Therefore, aggregate data of this nature has not 
been previously collected. Most significantly, the intent of this study was to give voice to 
the parents of children who are deaf or hearing impaired by eliciting their thoughts on 
facilitative practices and obstacles to their engagement in their child’s hearing support 
program. The ultimate goal was to support families on the journey of parenting a child 
with a disability by improving service through identifying practices to foster or avoid 
within the service delivery model. 
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Site and Population 
 
 
Site Description 
 The Pennsylvania county in which this study occurred is home to more than 
626,000 residents, of which approximately 90% are White, 4% are Black, 4% are 
Hispanic, and the remaining 2% fit within the “other” category (“County Profile,” 2012). 
The regional service agency develops and delivers school support and special education 
programs for the county’s 100,000 students and 10,000 educators. The entity is a public 
school agency that employs more than 1,200 professional and support personnel, 
providing a wide variety of special education, technology, curriculum, and related 
support services (Hoffman, 2015).  
Relative to children with hearing loss, the agency supports approximately 375 
children, between the time of birth and 21 years of age, and their families with direct 
hearing support and educational audiology services. A portion of this population is served 
in their homes, preschools, or home schools, while others are served in special classes 
based on other diagnoses. Itinerant models of service delivery are predominant, though 
the program also offers classroom-based placements for school-aged children with 
hearing loss at the elementary and middle school level for a small group of students 
whose needs cannot be met in the general education curriculum. Other students with 
hearing impairment are placed in special education classes for other, coexisting 
disabilities. 
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Population Description 
For purposes of this research, those who were polled as potential interview 
participants are parents of children served by the regional agency, who are identified 
under IDEA as deaf or hearing impaired and for whom hearing support is the primary 
assignment on their IEP. In other words, those identified as potential interviewees are 
parents whose children may also receive additional related services for speech, 
occupational, or physical therapy or assistance from a teacher of students with visual 
impairments, but are not otherwise placed in special education classes. The pool of 
candidates, therefore, excluded parents of preschool students and of those children who 
have other co-existing disabilities besides hearing loss.  
In all, the general pool of candidates was comprised of parents of approximately 
144 students who receive hearing support. Each family received a copy of the School 
Efforts to Partner with Parents Scale (SEPPS), a nationally normed survey developed by 
the National Center for Special Education Accountability Monitoring (NCSEAM). A 
letter introducing the study and the researcher accompanied the survey document.  
Upon receipt of the completed surveys, the responses were compiled and ranked 
on a histogram to illustrate those participants who report high levels of satisfaction with 
school-facilitated family engagement. From that ranking, a subset of eight parents who 
self-identified as experiencing strong levels of school facilitated engagement were invited 
to participate in the face-to-face interview phase. A set of six to eight subjects was sought 
for this study, with the ultimate decision to seek eight participants in order to ensure a 
robust collection of parent voices in the interviews. Goetz and LeCompte (1984) refer to 
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this method of sampling as “quota selection,” a methodology in which the researcher 
identifies major subgroups and then selects an arbitrary number of participants from each. 
The highest ranked families were invited first, until the full complement of eight 
interview participants was identified. 
Similarly, this is what Creswell (2013) describes as “purposeful sampling,” 
wherein the researcher makes selections of the sample population because those 
individuals will inform an understanding of the research problem. The parents selected to 
participate in this qualitative study share the life experience of parenting a child who is 
deaf or hard of hearing and receives hearing support services. In that regard, they have 
stories to tell of their lived experiences. However, in that some of the participants were 
previously known to the researcher and live locally, they also constitute a “convenience 
sample,” which saves time, money, and effort, but at the expense of information and 
credibility (Miles & Huberman, 1994). In light of the small sample size for this 
qualitative exercise, the researcher acknowledges the potential sacrifice of information to 
be garnered in exchange for the opportunity to maximize focus on mastering the 
interview process. 
The purposeful sampling (Cresswell, 2013; Merriam, 2009) in this study served to 
direct the focus the attention on this particular program. Participants were required to 
meet particular criteria for inclusion in the study, as outlined in the table below: 
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Participant Eligibility Criteria 
Parent in Poll 
 has child in hearing support program in regional service 
agency studied 
 has child with deaf or hearing impaired is listed as primary 
disability category 
 has child in general education with hearing support service  
Parent in 
Interview 
 has child in hearing support program in regional service 
agency studied 
 has child with deaf or hearing impaired is listed as primary 
disability category 
 has child in general education with hearing support service 
and 
 parent reports strong sense of school-facilitated family 
engagement on survey poll 
 parent willingness to participate 
 
 
Site Access 
As the director of the program being studied, the researcher was keenly aware of 
the critical importance of transparency in data collection and the interview process. 
Validity issues regarding research in one’s place of employment hold a unique challenge. 
Accordingly, a written request to conduct the research within the regional service agency 
was provided to the then current Executive Director of the organization in the spring of 
2015. An affirmative verbal response to that request was provided. Upon the retirement 
of his predecessor, the new Executive Director provided written endorsement of plan to 
conduct this study. His letter of endorsement was, received in the winter of 2016.  
Table 1: Criteria for Participation in the Study 
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Furthermore, the premise and procedures to be utilized in the study were provided 
to program staff. This was done to provide assurance to teachers and other staff members 
who were likely to have concerns about survey outcomes. Professionals on the hearing 
support team were invited to view survey questions prior to study commencement, 
enlisted to support dissemination of the survey, and were kept abreast of the outcomes as 
the study progressed. Transparency throughout the study process was intended to 
facilitate buy-in, because study results will potentially be utilized as a springboard for 
ongoing staff reflection and growth. 
The researcher serves in a unique position, significant in the capacity to leverage 
the knowledge acquired through this study as a change agent to enhance organizational 
practices. Through exploration of the phenomenon of family engagement in the special 
education process, the researcher’s efforts will benefit participants by providing 
illustrations of challenges to effective engagement and spearheading efforts to mitigate 
those impediments (Creswell, 2013). Most notably, a celebration of the practices that are 
cited as effective will lay the groundwork for multiplying their impact. With a focus on 
those practices that support family engagement, the researcher can intensify efforts to 
expand those practices, ultimately enhancing programming for the students in her charge 
and other practitioners similarly situated. 
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Research Methods 
 
 
Description of Methods Used 
Phase One: Polling 
 In order to determine the subset of the population to be interviewed, an initial poll 
of families in the regional service agency’s hearing support program was conducted. 
These families were asked to complete a School Efforts to Partner with Parents Scale 
(SEPPS) survey. This large-scale survey, which is used in more than 40 states, was 
developed through a grant from the Office of Special Education Programs (OSEP) and 
intends to focus attention on the outcomes of service to children with disabilities. The 
SEPPS survey is a component of the Pennsylvania State Performance Plan (SPP), which 
is utilized to determine the degree to which families perceive satisfaction with school-
facilitated family engagement. In the state of Pennsylvania, the SEPPS survey is referred 
to as the “Indicator 8 survey,” as it is used to measure Indicator 8 (School-Facilitated 
Family Engagement; one of the twenty indicators) of IDEA compliance in school 
districts. IDEA Indicator 8 reflects the intended emphasis given to parental input to the 
IEP and parental engagement in the special education process. The survey is available in 
English and Spanish language versions. In the event that a family required a version of 
the survey translated into another language, concerted efforts would have been made to 
offer said translation. However, this situation did not present itself in this study. 
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The National Center for Special Education Accountability & Monitoring scale 
(NCSEAM scale) was derived from a pool of 78 statements relative to family beliefs 
regarding school efforts to facilitate involvement and based on the SEPPS survey 
(Elbaum, Fisher, & Coulter, 2011). The SEPPS survey (Appendix A) is a nationally 
validated survey with differentiated formats based upon the age of the child receiving 
support. There are three groups: birth to age two, ages three to five, and ages five to 21. 
The survey consists of 25 statements that parents are asked to rate on a six-point scale 
that ranges from strongly disagree to strongly agree.  
The SEPPS survey has been calibrated using a Rasch method, ranking the 25 item 
scales in a ladder format (Elbaum, Fisher & Coulter, 2011). At the base of the ladder are 
statements with which nearly all parents agree (e.g., “at the IEP meeting, we discussed 
accommodations that my child might need”). Items at the top of the ladder are statements 
with which few parents are likely to agree with (e.g., “I was offered child care so that I 
could participate in my child’s IEP meeting”). A stakeholder workgroup established a 
score of 600 on the scale to determine that the objective of family engagement has been 
met. When utilized by districts for cyclical monitoring of special education programming, 
data from the selected survey instrument provides constituent districts with a snapshot of 
their performance, but falls short of providing feedback to the regional service agency 
providers and administration regarding the status of their parent engagement efforts. 
For the purposes of this study, the version for ages five to 21 was utilized 
(Appendix A) and distributed to parents identified based on eligibility criteria (Table 1) 
for this study. 
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Phase Two: Participant Interviews 
A. Interview Pilot 
 Prior to deploying the interview questions during the study, the interview protocol 
was piloted with a similar group of parents of students with hearing impairment who are 
served by a local school district. Piloting the survey allowed the researcher to examine 
the efficacy of the questions at teasing out data-rich responses, and also permitted 
rehearsal with the data collection software and technology.  
 Two parents of students with hearing loss who are known to be actively engaged 
in their children’s special education services were asked to participate in the pilot survey. 
These parents have students who are served by the hearing support program in a 
neighboring school district. The families were selected for inclusion in the pilot because 
they share the demographic location and disability category of the study participants. 
Additionally, parents in the pilot group have previously worked directly with the 
researcher, and mutual familiarity allowed for comfortable rehearsal of the protocol 
questions before the study commenced. 
 Piloting the research protocol was crucial to strong study design and to increasing 
the likelihood of a successful study outcome. Several significant functions were served 
by piloting the questions, referred to by Baker (1994) as trying out or pre-testing a 
particular research instrument. Pilot interviews allowed the opportunity to make 
necessary changes to the protocol. Furthermore, the piloting process allowed for 
adjustment of question order and emphasis, to gauge timing of the interview process, and 
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allowed the researcher to budget time appropriately during the actual interview process. 
The pilot also served to improve internal validity of the interview protocol (Peat et al., 
2002). 
 
B. Participant Interviews 
The interview phase of this study took place over a four-month period during the 
summer and fall of 2016. Participants were selected to be interviewed based upon their 
self-description of a high degree of school-facilitated family engagement, as measured by 
the SEPPS survey (previously described in the polling phase). Participants had indicated 
their willingness to be interviewed when submitting the initial survey. 
Individual participants whose responses fell at the high points on a continuum 
array were invited to elaborate on their responses through participation in the interview 
phase of the research. By deploying this tactic, the researcher can confidently report the 
perspectives of individuals with positive points of view regarding experiences in 
connecting to the special education process. This selection promoted confidence in the 
analytic generalizations of the research report as they apply to the studied population.  
During the interview phase, the researcher probed a select subgroup of that 
population of parents of children with hearing loss through semi-structured, face-to-face 
interviews. The interviews concluded with an invitation to complete a writing prompt 
intended to elicit a multi-modal response from the population being studied. Interview 
responses and writing prompts were collected to obtain thick, rich data from the selected 
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subset of the population of parents of children with hearing loss, providing meaningful 
information about the nature of family experiences.  
The interview questions were designed to elicit examples in participant responses 
that will facilitate illustrative reporting. Based in part on a survey developed by McKenna 
and Millen (2013), the interview script offered both provocative statements and open-
ended questions. Each topical question/theme was aligned to one of the six types of 
family engagement as described in Epstein’s model for family engagement (2011).  
The pre-determined question protocol (see Appendix C) was supplemented with 
iterative additional questions that arose from the content of responses. Examples of 
questions in the interview protocol include: “How does your child’s teacher of the deaf 
communicate information to you?” or “What resources, above and beyond what you have 
now, do you think your child would benefit most from?” These questions were designed 
to evoke meaningful narrative from the participants as they reflect on the distinctive 
experiences that have enabled or impeded their ability to actively engage in the special 
education process on their child’s behalf. A copy of the interview protocol is included as 
Appendix C.  
At the conclusion of each interview, participants were invited to provide a written 
response to a writing prompt provided by the researcher. They were asked to compose a 
letter to their child’s teacher of the deaf, sharing with the teacher what they believed the 
teacher should know about their child’s needs, about their own needs as parents, and 
about the challenges of parenting a child who is deaf or hearing impaired. Participants 
given the option of actually writing the letter, or speaking their thoughts to be transcribed. 
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Some of the participants were eager to provide their response in writing, while others 
indicated a preference to “just keep talking” on the recording, to be transcribed later. The 
researcher honored this request, as the intent of the study was to gather participants’ input 
in a manner that facilitated open, honest responses, and so the decision was made to 
respect their preferences and be as accommodating as possible. 
 
Data Analysis Procedures 
Poll Analysis 
For purposes of this study, survey responses were weighted in accordance with 
degree of agreement, wherein “strongly agree” is equivalent to six points and “strongly 
disagree” is equivalent to one point. The instrument was used in a manner that is not 
consistent with typical scoring for the SEPPS survey, as the intent was a poll to identify 
potential interview participants. In scoring the surveys for this poll, a maximum of 150 
points were possible instead of the usual 600. This is the total of a maximum of 6 
possible points per question on the scale for 25 questions. Scores closest to 150 reflect the 
greatest degree of perceived engagement by parents polled. The survey responses were 
compiled and stratified based on perceived levels of engagement, from highest to lowest.  
 
 Interview Analysis 
The interview and analysis process was conducted between July and October of 
2016. Data were simultaneously collected and analyzed across this period of time. 
Individual, face-to-face interviews were conducted in mutually agreed upon locations 
intended to facilitate convenience for the participants. These locations included local 
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coffee shops, a public library, the regional service agency office, and the participants’ 
homes. The participants in the selected interview group were contacted by phone or email 
and invited to meet with the researcher. Interviews were scheduled to be 90 minutes in 
duration, but participants were not expected to fill this whole time. Actual meeting 
locations and durations are depicted in the participant chart below. 
 
 
PARTICIPANT PSEUDONYM 
INTERVIEW 
LOCATION 
DURATION of 
INTERVIEW 
Nikki local coffee shop 90 minutes 
Kitty public library 60 minutes 
Jennifer family home 90 minutes 
Peaches 
regional service 
agency office 
75 minutes 
Springtime local coffee shop 90 minutes 
JJ 
regional service 
agency office 
60 minutes 
Ronnie local coffee shop 90 minutes 
J.R. & Mimi family home 80 minutes 
 
 
The researcher collected interview data by recording face-to-face, semi-structured 
interviews in independent sessions. Interview recordings were transcribed through 
Rev.com (an online transcription service) and then compared to handwritten notes prior 
to the coding process in order to verify content (Rev.com, Inc, 2016). The transcripts 
Table 2: Interview Pseudonyms, Locations, & Durations 
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were analyzed using an approach to existential phenomenological research pioneered by 
Thomas and Pollio (2002). These researchers, whose work focuses on the field of 
nursing, postulated that the phenomenological approach has merit for those seeking to 
capture the salient features of an experience that are not readily assessed by traditional 
metrics. May (2007) points out that existential phenomenology considers the 
individual—a “living, acting, feeling, thinking phenomenon”—in organic relationships 
with others (p. 93). As the intent of this study was to understand how to better provide 
service and engage families in the special education process, it is clear why this approach 
has been selected. 
Furthermore, according to Moustakas (1994), the researcher in a 
phenomenological investigation “has a personal interest in whatever she or he seeks to 
know” (p.59). This researcher has a strong personal interest and experience in educating 
children who are deaf and hearing impaired. As a Listening and Spoken Language 
Specialist (LSLS Cert. AVT), the researcher had provided direct, in-home service to four 
subjects of this study and their children who were infants and toddlers. Though 
challenging to set aside completely all prior experiences and connections during this 
study, the researcher was deliberate in emphasizing that the study was focused on school-
aged service. Accordingly, the researcher sought to create distance from shared 
experiences with the subjects polled and interviewed in order to suspend judgment during 
the inquiry. This distance is consistent with the Husserl’s philosophical stance on 
phenomenological research (Bernet et al., 2005). 
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In the early phases of data analysis, the researcher utilized the “horizontalization 
process,” which is a methodology of data analysis wherein all collected data to be 
considered for examination is brought together and treated as having equal weight and 
value; the data is subsequently organized into clusters by content and theme (Merriam, 
2009). In other words, statements made by participants that appeared to hold meaning 
relevant to the participant’s experiences with engagement were compiled and assessed as 
having equal value. By incorporating all related statements into the dataset used in the 
formulation of results, the researcher sought to consider all aspects of the information 
collected. Member checks (or respondent validation) occurred when the researcher shared 
the written transcriptions with study participants allowing them to verify the accuracy of 
the transcripts. 
The researcher read each individual transcript three times, line by line, to develop 
a preliminary sense of recurring topics and thoughts. The first reading was intended to 
gain an understanding of the data and establish preliminary “nodes,” or categories of 
meaning. Next, NVivo for Mac was utilized to develop clusters of data according to the 
preliminary nodes (QSR International Ltd., 2016). During subsequent readings, the 
researcher selected relevant statements, which were coded to the deducted nodes that 
emerged from the first reading. After all of the interviews underwent first round coding, 
similar nodes were combined to best represent the comments attached to them. The final 
stage of coding divided all nodes into one of the two categories as defined by the research 
questions: 1. Factitive practices, or 2. Obstacles to engagement. The researcher shared 
these themes with a trusted colleague, who read the transcripts and offered verification of 
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the identified nodes. Each of the nodes was exported to Word and Excel documents from 
NVivo for further analysis and identification of exemplar quotes. This data will be 
presented later in Chapter 4 (Findings, Results and Interpretations). 
A description of each node was entered into the NVivo system in order to 
facilitate reliability over subsequent reviews of the data. The nodes were reviewed and 
combined in order to minimize redundancy and provide the most accurate categorization 
possible. This process ultimately resulted in meanings also known as the horizons or 
“textural meanings and invariant constituents of the phenomenon” (Moustakas, 1994, p. 
97). See Tables 6 and 7 in Chapter 4 for detailed analysis of the nodes identified. 
 
Stages of Data Collection 
This section contains a description of the activities undertaken by the researcher 
during the data collection phase of this study. Data was simultaneously collected and 
analyzed during the interview phase of the research. 
 Prior to commencement of the study, permission was granted from the 
Institutional Review Board of Drexel University. Permission to pursue this endeavor also 
was obtained from the Executive Director of the regional service agency where the study 
was conducted.  
 
Polling Phase 
Survey recipients were identified through the regional service agency’s student 
database of provider caseloads for students with hearing loss. The list of potential 
participants was comprised of parents of students for whom hearing support is the 
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primary assignment on their case file. Parents of students who were placed in special 
education classrooms for purposes other than hearing support were excluded from the list 
potential participants, as hearing support teachers do not function as their case managers. 
The rationale for this accepting this delimitation is that shaping the sample in this manner 
ensures that other special education programs will not impact the study outcomes. A list 
of potential participants was generated along with demographic information and email 
addresses. 
Letters to introduce the study and welcome participation in the research process 
were distributed via email and/or paper copy to all families in the identified subgroup. 
The SEPPS survey was provided, along with directions for returning the document by a 
designated deadline. Families were informed that their consent to participate is implied 
by completion of the survey. A letter of informed consent detailing all components of this 
research, including the purpose of the study, data collection process, and associated risks 
was provided to the participants. When returning the survey, parents were asked to 
indicate their interest in further participation through the interview process.  
From these surveys, a ranking was created according to survey scores and eight 
parents who self-identified as having the highest levels of engagement were invited to 
participate in face-to-face interviews. Additional invitations were distributed until the 
desired population sample of eight was attained, with a first come, first served approach 
applied.  
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Interview Phase 
 Interviews took place at a mutually agreed upon location with preference given to 
participant convenience, so as to support parent ability to participate. Individual 
interviews with participants were recorded and transcribed professionally through 
Rev.com, an online transcription service Support from the researcher’s field notes added 
an additional dimension to the data that allowed for observation of body language, 
gestures, and facial expression while triangulating the data. 
 Participants were provided with a written description of the study and a 
permission document to indicate their consent to participate. Qualitative data analysis 
software, specifically NVivo for Mac, was used to summarize responses, store secure 
data, facilitate coding, and to generate themes (QSR International Ltd., 2016). The 
collected data is depicted in the summative report in Chapter 4 (Findings, Results, and 
Interpretations) of this study. 
 Figure 4 is a graphic depiction of the research process: 
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Figure 4: The Research Process 
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At the conclusion of the data collection process, participants received notes 
written by the researcher, which thanked them for their support. 
Table 3 was developed to illustrate the four phases of this study, specifically with 
regard to the number of participants, tool for each phase, number of items and whether or 
not a pseudonym will be utilized for that phase. 
 
 
 
 POLLING PILOT INTERVIEW WRITING 
NUMBER of 
PARTICIPANTS 
144 2 8 8 
NUMBER of 
ITEMS 
25 item 
SEPPS survey 
6+ 6+ 1 
PSEUDONYMS No No Yes Yes 
TOOL SEPPS survey 
Protocol/ 
writing 
prompt 
Interview 
Protocol 
Writing 
prompt 
 
  
Table 3: Matrix of Research Phases 
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Ethical Considerations 
 
 
As the researcher has a personal investment in the findings of the study, being 
aware of and divorcing herself from preexisting prejudices, viewpoints, and assumptions 
was essential. The researcher sought to mitigate biases created by these factors by a 
process called “epoché.” Epoché requires the deployment of bracketing, which occurs 
when “investigators set aside their experiences, as much as possible, to take a fresh 
perspective toward the phenomenon under examination” (Cresswell, 2007, pp. 59-60). 
Epoché was an essential component of the researcher’s interactions with study 
participants.  
Potential conflicts and imbalances of power created by the researcher’s position 
as the director of the program being studied were limited through synchronous interaction 
and mutual understanding of the research, identified as crucial by Cresswell (2012). 
Participants were provided assurance that their participation in the study was voluntary 
and that they had the option to discontinue participation at any time. Furthermore, 
participants were informed that (despite the researcher’s position within the regional 
service agency) their child’s participation in the program is founded in federal legislation 
under IDEA and cannot in any way be jeopardized by their participation or responses. 
Participants’ rights were diligently protected throughout the study, and all were made 
fully aware of the plans for data collection process, security, and storage procedures. Data 
security was further ensured by storing all obtained information on a secure, password 
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protected and encrypted computer, with an encrypted, password protected flash drive and 
paper documents stored in a locked file. To protect participants’ identities, pseudonyms 
were selected by participants or assigned by the researcher to ensure continuous 
anonymity. Children’s names were redacted names when referenced in the discussion of 
data.  
Interview participants were given the opportunity to review their respective 
transcripts and to clarify statements made during the data collection process. This 
process, known as member checking, allowed participants to ensure the accuracy and 
veracity of their transcript to prevent or limit misinterpretation of their views or 
comments when reviewed by the researcher (Cresswell, 2012). Participants will also be 
afforded an option to review the formal data analysis upon completion of the study, 
further supporting the trustworthiness of the research (Cresswell, 2012; Saldaña, 2011; 
Schreier, 2012). 
Information obtained throughout this study has been retained in accordance with 
the requirements of Drexel University’s Institutional Review Board (IRB). The 
researcher has provided all necessary documentation for this study to the IRB and 
addressed all requirements of the review process. Additionally, the researcher has acted 
in compliance with all requirements set forth by the Executive Director of the regional 
service agency.  
The table below, adapted from Cresswell (2012), depicts a summary of ethical 
considerations as they were deployed throughout this study: 
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Where the Ethical Issue 
Occurred in the Research 
Process 
Type of Ethical Issue 
How the Ethical Issue was 
Addressed 
Prior to the study 
 Sought site approval 
 Sought IRB approval 
 Considered ethical 
standards for qualitative 
study 
 Secured site approval 
 Secured IRB approval 
for the study 
 Complied with ethical 
standards for qualitative 
research 
Conducting the study 
 Share purpose of study 
with participants 
 Disclose participant 
right to withdraw from 
research at any time 
 Provided informed 
consent documents  
 Assured participant 
understanding of roles 
and rights 
Collecting the Data 
 Interviews occur at time 
and place convenient to 
participant  
 Respect potential power 
imbalance 
 Prioritize participant 
comfort with process 
 Assure participants that 
their responses cannot 
impact their child’s 
program 
 
 
Summary 
 
 
This chapter provided a comprehensive description of the study’s methodology, 
survey development, interview protocol and writing prompt. The research process was 
carefully examined. Chapter 3 concluded with a discussion of the researcher’s role in 
Table 4: Ethical Issues of the Study 
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conducting a study at her place of employment, and addressed issues of bracketing, data 
validation, and trustworthiness of the study.
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Chapter 4: Findings, Results, and Interpretations 
 
Introduction 
 
 
This chapter is comprised of three main sections: Findings, Results and 
Interpretations, and Summary. Descriptive data obtained through the Schools Efforts to 
Partner with Parents Scale (SEPPS) survey and subsequent participant interviews is 
shared in the Findings section, which also includes participant demographic descriptions, 
data summary tables, and excerpts from the interview transcripts. The Results and 
Interpretations section describes the coding process, provides a table that depicts the 
codes ascribed to interviews, and illustrates the themes that emerged through the research 
analysis. The final section of the chapter (summary) includes a synopsis of the findings of 
this study as related to the research questions. 
 
Findings 
 
 
Poll Findings 
The SEPPS survey (Appendix A) was distributed to a selected subset of parents of 
children who are deaf or hard of hearing within a regional service agency in 
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Pennsylvania. These parents have children whose primary assignment in special 
education (per their IEP) is listed as Deaf or Hearing Impaired. Twenty-four of 144 
distributed surveys were completed and returned to the researcher, yielding a survey 
response rate of 17%. Sixteen surveys were returned to the researcher in self-addressed 
envelopes and eight surveys were completed online through Survey Monkey (Survey 
Monkey, Inc, 2016). Reminder emails were sent via Survey Monkey after two weeks in 
an effort to support response rates. Paper survey responses were uploaded to the Survey 
Monkey website in order to facilitate data analysis.  
The participants’ responses to the 25 questions on the SEPPS survey yielded 
information about the perceptions of engagement reported by a segment of the population 
of parents of children who are deaf or hearing impaired in this regional service agency. 
The full distribution of responses can be found in Appendix B (SEPPS Survey Results). 
Descriptive highlights of the survey responses include: 
All (100%) of the survey respondents agreed (with approximately two-thirds 
expressing strong or very strong agreement) with the following statements: 
 My child’s evaluation report is written in terms I understand. 
 Written information I receive is written in an understandable way. 
 Teachers are available to speak with me. 
More than 90% of the survey respondents agreed (with approximately two-thirds 
expressing strong or very strong agreement) with the following statements: 
 I am considered an equal partner with teachers and other professionals in 
planning my child’s program. 
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 At the IEP meeting, we discussed accommodations and modifications that 
my child would need. 
 All of my concerns and recommendations were documented in the IEP. 
 Teachers treat me as a team member. 
 Teachers and administrators show sensitivity to the needs of children with 
disabilities and their families. 
 The school (with focus on the hearing support program) has a person on 
staff who is available to answer parent’s questions. 
 The school (with focus on the hearing support program) offers parents a 
variety of was to communicate with teachers. 
Nearly 88% of the survey respondents agreed (with more than three-quarters 
expressing strong or very strong agreement) with the following statements: 
 Teachers and administrators seek out parent input. 
 Teachers and administrators encourage me to participate in the decision-
making process. 
Between 75% and 85% of survey respondents agreed (with two-thirds expressing 
strong or very strong agreement) with the following statements: 
 At the IEP meeting, we discussed how my child would participate in 
statewide assessments. 
 I was given information about organizations that offer support for parents 
of students with disabilities. 
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 The school (with emphasis on the hearing support program) communicates 
regularly with me regarding my child’s progress on IEP goals. 
 The school (with emphasis on the hearing support program) provides 
information on agencies that can assist my child in the transition from 
school. 
 The school (with emphasis on the hearing support program) explains what 
options parents have if they disagree with a decision of the school. 
More than 45% of the respondents strongly disagreed or very strongly disagreed, 
with the following statements: 
 I was offered special assistance (such as childcare) so that I could 
participate in the Individual Educational Program (IEP) meeting. 
 Written justification was given for the extent that my child would not 
receive services in the regular classroom. 
More than 25% percent of the respondents to this survey disagreed, strongly 
disagreed, or very strongly disagreed with the following statements: 
 At the IEP meeting, we discussed how my child would participate in 
statewide assessments. 
 I was given information on organizations that support parents of students 
with disabilities. 
 In completing the survey, respondents were asked to indicate their willingness to 
be contacted for further participation in the research. Nine of the survey respondents 
agreed to participate in the in-person interviews. Of this group, eight of the respondents 
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accepted an invitation to the interview phase of the study. Participants were eligible for 
the study because they met all of the following criteria: 
 they were the parent of a child who is deaf or hearing impaired  
 their child receives hearing support services from the regional service 
agency that is the site for this research 
 the primary special education assignment for their child is hearing support 
 their child may or may not also receive speech and language support as a 
related service on the IEP 
 they self-reported a high degree of school facilitated family engagement 
on the polling phase of the study 
The graphic below depicts the distribution of total scores compiled for the 24 
survey responses. The survey point total was 150. The distribution of responses is 
depicted in the histogram below:  
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Survey respondents who volunteered to participate in the interview process had 
summative scores that ranged between 86 and 138 points. The mean total response for all 
participants was 107. The average score of participants in the selected subset of interview 
participants was 108 points. The two lowest scores of interview participants were 
obtained with questions left unanswered (blank) on the survey. 
 
 
 
Figure 5: Distribution of Survey Response Totals 
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Interview Findings 
 The researcher conducted eight in-person interviews with parents who reported a 
self-assessment of strong school-facilitated family engagement as indicated in the polling 
phase of the study. These parents participated willingly, having indicated their interest in 
continuing to the second phase of the study when submitting their initial survey response. 
This subset of the population was selected for the interview process because they 
represented the most likely source of thick, rich data to illustrate the studied phenomenon 
(Moustakas, 1994). In accordance with the defined parameters of this study, parents 
included mothers, fathers, and grandparents with whom the children reside and who are 
responsible for educational decision-making.  
During this study, it was essential to protect the identity of the participants and to 
maintain anonymity of their children. To this end, participants selected pseudonyms to 
represent themselves in the descriptions, and when references were made to their child or 
the regional service agency staff by name in the interview, that name was redacted and 
converted to “my son/daughter” or the staff member’s position for reference in the 
discussion. 
The following table provides a descriptive summary of the interview participants: 
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Research Questions 
The research questions set forth in this study were as follows: 
1. What do parents identify as facilitative practices for effective engagement in the 
special education program when their child is deaf or hearing impaired? 
2. What do parents identify as obstacles to effective engagement in the special 
education program when their child is deaf or hearing impaired? 
 
Interview Process 
 The interview protocol for this study is included in Appendix C. Each interview 
session was comprised of the entire protocol with additional probes shared with parents 
as they emerged throughout the process. The interview process was generative, with the 
researcher intent upon “leaning in,” listening intently to parents in order to explore the 
phenomenon experienced while parenting a child with hearing loss. Additional questions 
were generated in response to the conversations with participants (Cresswell, 1994). 
In each of the interviews, parents gave open and honest responses to the questions 
that were posed. Their perspectives were as unique as their individual families, yet 
commonalities were also evident. Transcripts of each individual session were produced 
via the Rev.com transcription service and then uploaded to the NVivo system. After 
reading each transcript three times, the researcher coded the text to derive preliminary 
nodes. These nodes were identified when comments on the initial readings appeared more 
than three times during the interviews. Once all transcripts were coded in the NVivo 
system, similar nodes were collapsed to eliminate redundancy. Identification of nodes, 
and ultimately, of themes was attained through the application of a constant comparison 
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method. The combined nodes represented emergent themes that will be shared in the 
results section of this chapter. 
The table below depicts the initial and final node categories, as well as their 
frequency of occurrence. Of note, in the preliminary node column, major themes are in 
bold while sub-themes are italicized. Additionally, color-correlated rows depict nodes 
across major themes that were collapsed into one another.  
  
 
 
 
93 
 
 
 
Table 6: Nodes & Frequency of Citation 
 
 
Preliminary Nodes 
# of 
Citations 
Collapsed Nodes Final Nodes 
Total 
Citations 
Communication (8) 15 
Communication + 
gen ed. + ToD 
COMMUNICATION 84 
Communication with 
general educators 
29 
Communication with 
Teacher of Deaf 
40 
Need for Information (7) 
11 N/A 
NEED for 
INFORMATION 
11 
Audiological 
31 
audiological + 
technology 
AUDIOLOGICAL 43 
Opportunities 
12 
opportunities + 
parent to parent + 
opportunity to 
learn 
OPPORTUNITIES 42 
Resources 24 N/A RESOURCES 24 
IEP process 25 IEP process + IEP 
meeting 
IEP KNOWLEDGE 71 
IEP meeting (7) 46 
Parent to Parent (4) 9   N/A 
Opportunities to 
Learn 
21   N/A 
Opportunities to 
Teach 
24 
advocacy + 
opportunity to 
teach 
ADVOCACY 59 
Advocacy (8) 35 
Transitions Across the 
Lifespan (5) 22 N/A 
TRANSITIONS 
Across the 
LIFESPAN 
22 
Social Concerns (7) 3 
Social Concerns + 
acceptance? + 
able to 
communicate? 
SOCIAL CONCERNS 22 
Will child be 
accepted? 
8 
Will they be able to 
communicate? 
11 
Worry (8) 16 N/A WORRY 16 
Other Medical Issues 
14 N/A 
OTHER MEDICAL 
ISSUES 
14 
Volunteer (7) 15 N/A VOLUNTEER 15 
Technology   12   N/A 
Safety (5) 10 N/A SAFETY 10 
OBSTACLES (8) 46 N/A OBSTACLES 46 
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During the interview process, all eight of the participants made mention of topics 
related to communication, advocacy, worry, and obstacle realms. Seven of the eight 
participants referenced the need for information, IEP knowledge, volunteering, and social 
concerns. Five of the eight participants referred to transitions across the lifespan and 
safety issues, while four of the eight parents interviewed made specific mention of 
connecting with other parents.  
The table below provides operational definitions of each node. Merriam-Webster 
(2016) online dictionary was consulted in development of these definitions. Topics are 
listed in descending order of frequency of citation.  
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Table 7: Operational Definitions of Nodes 
 
 
NODE Defined as 
Frequency 
of Citation 
Communication 
relates to dialogue that occurs between the parent(s) and 
the teacher of the deaf and/or with the general education 
teacher 
84 
IEP Knowledge 
refers to a parent’s need to understand and participate in 
the process. 
71 
Advocacy 
refers to the need to educate others with regard to their 
child’s hearing loss. 
59 
Audiological 
refers to any technology, amplification, or audiometric 
issues related by the parent in the interview process. 
43 
Opportunities 
refer to instances where parents seek to connect with or 
learn from others relative to their child who is deaf or 
hearing impaired. 
33 
Resources 
refer to people, places or things that provide support, 
social or cultural capital (Bourdieu, 1992) relative to the 
child who is deaf or hearing impaired. 
24 
Transitions 
refer to changes in educational programming, whether 
from early childhood to school aged services, from 
elementary to middle school, middle to high school or 
from high school to college and beyond. 
22 
Social Concerns 
refer to the ability of a child with hearing loss to connect 
with others, both expressively and receptively. 
21 
Worry 
refers to a parent’s expression of concern for any aspect 
of their child’s health or well-being. 
16 
Volunteering 
refers to parent participation in school based activities 
on behalf of their child with hearing loss. 
15 
Medical issues 
relate to children’s health concerns that are co-occurring 
with the hearing impairment. 
14 
Need for 
knowledge 
relates to emphasis on a desire to obtain information 
about their child’s hearing loss and/or other aspects of 
their child’s education. 
11 
Safety 
refers to concerns for safety that parents of children who 
are deaf or hearing impaired referenced during the 
interview process. 
10 
Obstacles 
refer to impediments that subjects cite to the effective 
support of their child or to engagement in the special 
education process 
52 
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To provide the necessary context for responding to the research questions, the 
following is a discussion of individual interview events. Children’s names and the names 
of regional service agency’s staff members have been redacted throughout and replaced 
by “my son/daughter” or the person’s position title within the interview descriptions. 
Participant statements relative to each identified node are offered, with each statement 
identified, based on context, as a facilitative practice or an obstacle. Statements were 
coded in NVivo to provide contextual richness regarding the facilitative or obstructive 
nature of the thought. 
 
Participant Interview 1: Nikki 
Nikki is the mother of a twelve-year-old child with profound hearing loss who 
wears bilateral cochlear implants. Her daughter was identified with hearing loss at birth 
through universal newborn hearing screening and the family set out immediately to 
obtain information about hearing loss and its implications. She communicates through 
listening and spoken language. Nikki, her husband and her daughter worked directly with 
the researcher for three years, up to and including the acquisition of her first cochlear 
implant. During the interview, Nikki was reminded to focus responses solely on school- 
aged services in order to maintain responses to the interview protocol from the school age 
perspective. 
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Nikki produced a brief response to the writing prompt, which is included below: 
 
 
Participant Interview 2: Kitty 
Kitty is the grandmother of a six-year-old first-grader with congenital unilateral 
atresia, which is the absence of an external ear. Kitty did not know the cause of her 
granddaughter’s hearing loss. She has had custody of her granddaughter for the last three 
years, and is responsible for her granddaughter’s acquisition of a bone-anchored hearing 
Figure 6: Nikki’s Writing Prompt Response 
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aid (BAHA) system of amplification. The BAHA system is a medical device that utilizes 
the body’s natural ability to conduct sound through bone. Bone conduction aids bypass 
the damaged part of the outer or middle ear to direct sound to the inner ear. Her 
granddaughter received early intervention services prior to beginning in public school last 
year. Her granddaughter communicates through listening and spoken language. 
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Kitty did not complete the writing prompt, opting to continue recording her response to 
the writing prompt within the context of her interview transcript. 
 
Participant Interview 3: Jennifer 
Jennifer’s daughter, who entered kindergarten in the fall of 2016, is believed to 
have lost her hearing as a result of ototoxic medication administered to save her life. Her 
daughter’s progressive, sensorineural hearing loss was diagnosed relatively recently—
just prior to her fourth birthday; she is now five years old. She communicates through 
listening and spoken language with the support of her fitted bilateral hearing aids and the 
use of an FM system. Early supports were focused in the preschool setting with 
additional supports provided to the family at home. 
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Jennifer did not complete the writing prompt, opting to continue recording her response 
to the writing prompt within the context of her interview transcript. 
 
Participant Interview 4: Peaches 
Peaches’ son (a seventh-grader, fourteen years old) was diagnosed with hearing 
loss after failing his newborn hearing screening and was fitted with bilateral hearing aids 
before twelve weeks of age. Early success with listening and spoken language skills was 
hampered by ear infections that caused a chronic conductive hearing loss in addition to 
his sensorineural hearing loss. This researcher was one of a team of early interventionist 
with whom the family worked. Peaches’ son endured a diagnosis of leukemia in addition 
to progression of the hearing loss, and he is now a fourteen-year-old who listens with a 
cochlear implant on one ear and a hearing aid on the other. He uses an FM system at 
school and communicates through listening and spoken language. 
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Peaches provided a brief written response to the prompt, and supplemented it by 
continuing to speak in the interview mode. Her written offering is included below: 
 
 
 
 
 
 
Participant interview 5: Springtime 
Springtime arrived to the interview session shortly after dropping her son 
(nineteen years old) off at college. Her perspectives are based on experiences with the 
Figure 7: Peaches’ Writing Prompt Response 
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hearing support program that began when her son was diagnosed with a bilateral, severe 
to profound sensorineural hearing loss while in kindergarten. He wears bilateral hearing 
aids, utilizes an FM system, and communicates through spoken language. He is working 
to increase his knowledge of sign language to communicate with students at his 
university. 
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. 
I'
m
 n
o
t 
su
re
 
if
 
o
u
r 
fi
rs
t 
h
ea
ri
n
g
 
su
p
p
o
rt
 
p
er
so
n
 
fe
lt
 
th
at
 
sh
e 
w
as
 
b
ei
n
g
 
su
p
p
o
rt
ed
 
w
h
o
le
-
h
ea
rt
ed
ly
 b
y
 t
h
e 
te
ac
h
er
s 
in
it
ia
ll
y
. 
I 
se
n
se
d
 t
h
at
 t
h
er
e 
w
as
 a
 s
tr
u
g
g
le
 t
h
er
e.
 H
o
w
ev
er
, 
o
v
er
 t
im
e,
 i
t 
d
id
 b
ec
o
m
e 
a 
g
re
at
 p
ar
tn
er
sh
ip
. 
O
B
S
T
A
C
L
E
 
IE
P
 k
n
o
w
le
d
g
e 
In
it
ia
ll
y
, 
it
 f
el
t 
li
k
e,
 o
h
 w
o
w
. 
Is
 i
t 
u
s 
ag
ai
n
st
 t
h
em
?
 I
'll
 s
ay
, 
th
at
's
 j
u
st
 f
ro
m
 a
 v
is
u
al
 
p
er
sp
ec
ti
v
e.
 I
s 
it
 u
s 
ag
ai
n
st
 t
h
em
?
 
F
A
C
IL
IT
A
T
IV
E
 
M
ay
b
e 
fr
o
m
 t
h
e 
b
eg
in
n
in
g
, 
it
 m
ay
 b
e 
g
re
at
 j
u
st
 a
s 
an
 i
d
ea
, 
w
h
en
 t
h
e 
p
ar
en
ts
 a
re
 c
o
m
in
g
 
in
to
 t
h
e 
IE
P
 m
ee
ti
n
g
s 
fo
r 
th
e 
fi
rs
t 
ti
m
e 
as
 t
h
ei
r 
st
u
d
en
t 
en
te
rs
 i
n
to
 t
h
e 
h
ig
h
 s
ch
o
o
l,
 t
h
at
, 
ag
ai
n
, 
n
o
t 
o
n
ly
 a
re
 t
h
e 
te
ac
h
er
s 
g
o
in
g
 t
h
ro
u
g
h
 a
 p
re
p
 o
r 
a 
tr
ai
n
in
g
 o
n
 h
o
w
 t
o
 d
ea
l 
w
it
h
 a
 
ch
il
d
h
o
o
d
 h
ea
ri
n
g
 l
o
ss
 a
n
d
/o
r 
th
ei
r 
p
ar
en
ts
, 
b
u
t 
al
so
 m
ay
b
e 
it
's
 a
 g
o
o
d
 i
d
ea
 t
o
 h
av
e 
m
ay
b
e 
a 
3
0
-m
in
u
te
 s
u
m
m
ar
y
, 
o
r 
ev
er
y
b
o
d
y
's
 i
n
 t
h
er
e 
at
 t
h
e 
sa
m
e 
ti
m
e,
 l
ik
e 
an
 o
v
er
v
ie
w
 
o
f 
w
h
at
’s
 e
x
p
ec
te
d
 o
n
 b
o
th
 e
n
d
s.
 
F
A
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IE
P
 k
n
o
w
le
d
g
e 
I'
m
 
n
o
t 
su
re
 
h
o
w
 
to
 
ac
tu
al
ly
 
m
ak
e 
th
at
 
a 
m
o
re
 
w
el
co
m
in
g
 
en
v
ir
o
n
m
en
t.
 
T
h
at
's
 
so
m
et
h
in
g
 t
o
 t
h
in
k
 a
b
o
u
t.
 O
n
ce
 w
e 
g
o
t 
re
al
ly
 s
ta
rt
ed
 i
n
 t
h
e 
IE
P
 m
ee
ti
n
g
s,
 o
v
er
 t
im
e 
w
e
 
re
al
iz
ed
 t
h
at
, 
o
k
ay
, 
th
er
e'
s 
g
o
in
g
 t
o
 b
e 
te
ac
h
er
s 
in
 a
n
d
 o
u
t 
o
f 
th
e 
m
ee
ti
n
g
. 
T
h
is
, 
fr
o
m
 m
y
 
p
er
sp
ec
ti
v
e,
 i
s 
g
o
o
d
 a
n
d
 b
ad
 w
it
h
 t
h
at
. 
It
's
 g
o
o
d
 f
ro
m
 a
 s
ch
o
o
lt
ea
ch
er
's
 p
er
sp
ec
ti
v
e 
th
at
 
th
ey
 h
av
e 
to
 t
ea
ch
. 
T
h
ey
 c
an
't 
si
t 
in
 t
h
e 
m
ee
ti
n
g
 f
o
r 
an
 h
o
u
r 
an
d
 a
 h
al
f 
o
r 
tw
o
 h
o
u
rs
. 
A
 
te
ac
h
 w
o
u
ld
 g
iv
e 
an
 i
n
tr
o
d
u
ct
io
n
 o
f 
w
h
o
 t
h
ey
 a
re
 a
n
d
 g
iv
e 
th
ei
r 
b
ac
k
g
ro
u
n
d
 a
s 
fa
r 
as
 
w
h
at
's
 b
ee
n
 h
ap
p
en
in
g
 w
it
h
 m
y
 s
o
n
, 
b
u
t 
in
it
ia
ll
y
 w
e 
fe
lt
 t
h
at
 i
t 
w
as
 j
u
st
 t
h
em
 s
p
ea
k
in
g
 
to
 u
s 
as
 o
p
p
o
se
d
 t
o
 u
s 
co
ll
ab
o
ra
ti
n
g
 
F
A
C
IL
IT
A
T
IV
E
 
A
d
v
o
ca
cy
 
A
t 
ti
m
es
 w
e 
d
id
 f
ee
l 
li
k
e 
w
e 
h
ad
 t
o
 d
o
 m
o
re
 s
el
f-
ad
v
o
ca
ti
n
g
 a
s 
o
p
p
o
se
d
 t
o
 c
o
ll
ab
o
ra
ti
n
g
 
an
d
 t
h
e 
h
ea
ri
n
g
 s
u
p
p
o
rt
 t
ea
ch
er
 a
d
v
o
ca
ti
n
g
 o
n
 o
u
r 
b
eh
al
f 
O
B
S
T
A
C
L
E
 
A
d
v
o
ca
cy
 
I 
fe
lt
 t
h
at
 w
e 
h
ad
 t
o
 i
n
it
ia
te
 a
 l
o
t 
o
f 
th
e 
ad
v
o
ca
ti
n
g
, 
an
d
 I
 t
h
in
k
 w
e 
w
o
u
ld
 h
av
e 
p
re
fe
rr
ed
 
th
at
, 
1
, 
if
 t
h
e 
sc
h
o
o
l 
o
r 
th
e 
te
ac
h
er
s 
w
er
en
't 
th
at
 f
am
il
ia
r 
o
r 
as
 k
n
o
w
le
d
g
ea
b
le
 w
it
h
 
w
o
rk
in
g
 w
it
h
 a
 h
ea
ri
n
g
 l
o
ss
 c
h
il
d
 t
h
at
 t
h
ey
 r
ec
ei
v
e 
th
at
 e
d
u
ca
ti
o
n
, 
th
at
 t
h
ey
 r
ec
ei
v
e 
th
at
 
tr
ai
n
in
g
. 
F
A
C
IL
IT
A
T
IV
E
 
S
el
f-
ad
v
o
ca
cy
 w
as
 s
o
m
et
h
in
g
 t
h
at
 w
as
 a
 t
ra
n
si
ti
o
n
 f
o
r 
n
o
t 
o
n
ly
 m
y
 s
o
n
 b
u
t 
u
s 
as
 p
ar
en
ts
 
to
o
, 
an
d
 I
 t
h
in
k
 t
h
at
 t
h
e 
[r
eg
io
n
al
 s
er
v
ic
e 
ag
en
cy
] 
d
ep
ar
tm
en
t 
as
 w
el
l 
as
 t
h
e 
h
ea
ri
n
g
 
su
p
p
o
rt
 p
er
so
n
 d
id
 v
er
y
 w
el
l 
at
 a
ll
o
w
in
g
 t
h
at
 o
p
p
o
rt
u
n
it
y
 t
o
 h
ap
p
en
. 
F
A
C
IL
IT
A
T
IV
E
 
 
S
h
e 
ev
en
 i
n
cl
u
d
ed
 c
er
ta
in
 t
h
in
g
s 
w
it
h
in
 h
is
 I
E
P
 t
h
at
 w
o
u
ld
 o
n
 p
u
rp
o
se
 s
et
 h
im
 u
p
 t
o
 b
e 
h
is
 o
w
n
 s
el
f 
ad
v
o
ca
te
. 
T
h
at
 w
as
 f
ab
u
lo
u
s.
 
F
A
C
IL
IT
A
T
IV
E
 
T
h
at
 w
as
 o
u
r 
o
w
n
 p
er
so
n
al
 c
h
al
le
n
g
e 
th
at
 w
e 
h
ad
. 
H
o
w
 d
o
 w
e 
h
el
p
 h
im
 h
el
p
 h
im
se
lf
 
an
d
 f
ee
l 
co
n
fi
d
en
t 
th
at
 i
t's
 o
k
ay
, 
1
, 
to
 b
e 
d
if
fe
re
n
t?
 I
t's
 o
k
ay
 t
o
 c
o
n
ti
n
u
e 
to
 b
e 
th
e 
so
ci
al
 
p
er
so
n
 t
h
at
 y
o
u
 a
re
, 
b
ec
au
se
 i
n
 b
ei
n
g
 s
o
ci
al
 t
h
at
 w
il
l 
h
el
p
 w
it
h
 b
ei
n
g
 y
o
u
r 
o
w
n
 s
el
f-
ad
v
o
ca
te
 a
n
d
 s
o
 f
o
rt
 
F
A
C
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IT
A
T
IV
E
 
 
T
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b
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A
d
v
o
ca
cy
 
It
 w
as
 a
 b
it
te
rs
w
ee
t 
th
in
g
, 
an
d
 t
h
e 
b
al
an
ce
 b
et
w
ee
n
 b
ei
n
g
 c
o
n
fi
d
en
t 
an
d
 s
o
ci
al
, 
as
 t
o
 b
ei
n
g
 
lo
w
-k
ey
 a
n
d
 n
o
t 
n
ec
es
sa
ri
ly
 w
el
co
m
in
g
 t
h
e 
su
p
p
o
rt
 t
h
at
 y
o
u
 n
ee
d
 a
s 
a 
st
u
d
en
t.
 T
h
at
 w
as
 a
 
ch
al
le
n
g
e 
to
o
. 
F
A
C
IL
IT
A
T
IV
E
 
A
u
d
io
lo
g
ic
al
 
T
h
at
 w
e 
co
u
ld
 h
av
e 
a 
lo
an
er
 h
ea
ri
n
g
 a
id
, 
d
id
n
't 
k
n
o
w
 t
h
at
. 
F
A
C
IL
IT
A
T
IV
E
 
T
h
er
e'
s 
an
 a
la
rm
 c
lo
ck
 t
h
at
 v
ib
ra
te
s 
th
at
 w
e 
ca
n
 u
se
, 
o
r 
so
m
et
h
in
g
 t
h
at
 f
la
sh
es
 t
h
e 
li
g
h
t 
b
u
lb
."
 W
e 
h
ad
 n
o
 i
d
ea
, 
an
d
 t
h
e 
h
ea
ri
n
g
 s
u
p
p
o
rt
 p
er
so
n
 t
h
at
 h
el
p
ed
 t
h
ro
u
g
h
o
u
t 
h
is
 h
ig
h
 
sc
h
o
o
l 
y
ea
rs
 w
as
 v
er
y
, 
v
er
y
 h
el
p
fu
l 
p
ro
v
id
in
g
 u
s 
w
it
h
 t
h
at
 i
n
fo
rm
at
io
n
. 
F
A
C
IL
IT
A
T
IV
E
 
A
n
o
th
er
 e
x
p
er
ie
n
ce
 I
'll
 g
iv
e 
is
 w
h
en
 h
e 
w
as
 i
n
 s
ch
o
o
l,
 a
n
d
 h
e 
re
co
g
n
iz
ed
 t
h
e 
fa
ct
 t
h
at
 h
is
 
b
at
te
ry
 h
ad
 w
en
t 
d
ea
d
. 
I 
w
as
 a
t 
w
o
rk
. 
W
e'
re
 l
ik
e,
 o
h
 m
y
 g
o
sh
, 
w
h
at
 a
re
 w
e 
g
o
in
g
 t
o
 d
o
? 
W
e 
co
n
ta
ct
ed
 h
is
 h
ea
ri
n
g
 s
u
p
p
o
rt
 p
er
so
n
, 
an
d
 s
h
e 
w
as
 l
ik
e,
 "
O
h
, 
I 
ca
n
 g
et
 y
o
u
 a
 l
o
an
er
, 
o
r 
I 
ca
n
 d
o
 t
h
is
, 
I 
ca
n
 d
o
 t
h
at
."
 V
er
y
 h
el
p
fu
l.
 R
es
p
o
n
d
ed
 r
ig
h
t 
aw
ay
. 
W
e 
h
ad
 n
o
 i
d
ea
 t
h
at
 
w
as
 a
v
ai
la
b
le
, 
b
u
t 
sh
e,
 b
ec
au
se
 o
f 
th
at
 c
ir
cu
m
st
an
ce
, 
I 
g
u
es
s 
b
y
 a
 c
as
e 
b
y
 c
as
e 
b
as
is
 
so
m
et
im
es
 y
o
u
 w
o
u
ld
 f
in
d
 o
u
t 
th
in
g
s,
 b
u
t 
ag
ai
n
, 
sh
e 
w
as
 v
er
y
 h
el
p
fu
l.
 R
es
p
o
n
d
ed
 r
ig
h
t 
aw
ay
 a
n
d
 m
et
 t
h
e 
n
ee
d
. 
F
A
C
IL
IT
A
T
IV
E
 
O
p
p
o
rt
u
n
it
ie
s 
I 
b
el
ie
v
e 
th
at
 t
h
e 
ex
p
ec
ta
ti
o
n
s,
 a
g
ai
n
 l
at
er
 o
n
, 
th
ro
u
g
h
 e
x
p
er
ie
n
ce
, 
th
at
 w
e 
as
 p
ar
en
ts
 
u
n
d
er
st
o
o
d
 
w
h
at
 
w
as
 
ex
p
ec
te
d
 
o
n
 
o
u
r 
en
d
. 
T
h
at
 
th
is
 
is
 
a 
p
ar
tn
er
sh
ip
, 
th
is
 
is
 
a 
co
ll
ab
o
ra
ti
o
n
. 
W
e'
re
 h
er
e 
fo
r 
o
n
e 
an
o
th
er
. 
T
h
er
e'
s 
an
 e
x
p
ec
ta
ti
o
n
 f
ro
m
 t
h
e 
te
am
, 
n
o
t 
ju
st
 
th
e 
p
ar
en
ts
, 
n
o
t 
ju
st
 m
y
 s
o
n
 A
t 
th
e 
sa
m
e 
ti
m
e,
 w
e 
as
 p
ar
en
ts
 h
ad
 t
o
 u
n
d
er
st
an
d
 a
s 
h
e 
g
o
t 
o
ld
er
 t
h
at
 h
e 
h
ad
 t
o
 l
ea
rn
 h
o
w
 t
o
 b
e 
h
is
 o
w
n
 a
d
v
o
ca
te
. 
S
el
f-
ad
v
o
ca
ti
n
g
 w
as
 s
o
m
et
h
in
g
 
th
at
 w
as
 a
 t
ra
n
si
ti
o
n
 f
o
r 
n
o
t 
o
n
ly
 m
y
 s
o
n
 b
u
t 
u
s 
as
 p
ar
en
ts
 t
o
o
, 
an
d
 I
 t
h
in
k
 t
h
at
 t
h
e 
[r
eg
io
n
al
 s
er
v
ic
e 
ag
en
cy
] 
as
 w
el
l 
as
 t
h
e 
h
ea
ri
n
g
 s
u
p
p
o
rt
 p
er
so
n
 d
id
 v
er
y
 w
el
l 
at
 a
ll
o
w
in
g
 
th
at
 o
p
p
o
rt
u
n
it
y
 t
o
 h
ap
p
en
. 
S
h
e 
ev
en
 i
n
cl
u
d
ed
 c
er
ta
in
 t
h
in
g
s 
w
it
h
in
 h
is
 I
E
P
 t
h
at
 w
o
u
ld
 o
n
 
p
u
rp
o
se
 s
et
 h
im
 u
p
 t
o
 b
e 
h
is
 o
w
n
 s
el
f 
ad
v
o
ca
te
. 
T
h
at
 w
as
 f
ab
u
lo
u
s.
 T
h
at
 w
as
 g
re
at
. 
F
A
C
IL
IT
A
T
IV
E
 
D
u
ri
n
g
 t
h
e 
g
ra
d
u
at
io
n
 c
er
em
o
n
ie
s 
fo
r 
[r
eg
io
n
al
 s
er
v
ic
e 
ag
en
cy
],
 I
 t
h
o
u
g
h
t 
it
 w
as
 r
ea
ll
y
 
g
re
at
 t
h
at
 t
h
er
e 
w
er
e 
ta
b
le
s 
an
d
 r
es
o
u
rc
es
 a
v
ai
la
b
le
 a
n
d
 e
sp
ec
ia
ll
y
, 
es
p
ec
ia
ll
y
 t
h
er
e 
w
as
 a
 
ta
b
le
 t
h
at
 I
 w
o
n
't 
fo
rg
et
 t
h
at
 h
ad
 w
ay
s 
to
 c
o
m
m
u
n
ic
at
e 
to
 a
 p
er
so
n
 w
it
h
 a
 h
ea
ri
n
g
 l
o
ss
. 
It
 
w
as
 a
 q
u
ic
k
 t
ip
 g
u
id
e 
th
at
 p
ar
en
ts
 t
h
at
 h
av
e 
ch
il
d
re
n
 w
it
h
 a
 h
ea
ri
n
g
 l
o
ss
 o
r 
h
ad
 a
 h
ea
ri
n
g
 
lo
ss
 t
h
em
se
lv
es
 c
o
u
ld
 a
ct
u
al
ly
 w
al
k
 a
w
ay
 w
it
h
. 
I 
th
o
u
g
h
t 
th
at
 w
as
 g
re
at
. 
F
A
C
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IT
A
T
IV
E
 
 
T
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b
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2
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O
p
p
o
rt
u
n
it
ie
s 
C
h
il
d
re
n
's
 b
o
o
k
 t
h
at
 w
as
 a
v
ai
la
b
le
 t
h
at
 e
x
p
la
in
ed
 w
h
at
 i
t's
 l
ik
e 
to
 h
av
e 
a 
h
ea
ri
n
g
 l
o
ss
. 
A
s 
w
el
l 
in
 t
h
at
 h
ea
ri
n
g
 b
o
o
k
, 
it
 a
ls
o
 h
ad
 r
es
o
u
rc
es
 i
n
 t
h
e 
b
ac
k
 o
f 
it
 a
n
d
 d
if
fe
re
n
t 
th
in
g
s 
to
 r
ef
er
 
to
, 
so
 t
h
at
 w
as
 r
ea
ll
y
 a
w
es
o
m
e.
 A
lt
h
o
u
g
h
 t
h
e 
ch
il
d
re
n
's
 b
o
o
k
, 
m
y
 s
o
n
 h
e 
w
as
 g
ra
d
u
at
in
g
, 
b
u
t 
I 
th
in
k
 f
o
r 
as
se
m
b
ly
 o
r 
o
th
er
s 
th
at
 a
re
 h
ea
ri
n
g
, 
an
d
 a
g
ai
n
 f
o
r 
th
o
se
 t
h
at
 a
ct
u
al
ly
 h
av
e 
a 
h
ea
ri
n
g
 l
o
ss
, 
an
d
 p
ar
en
ts
, 
an
y
b
o
d
y
 c
o
u
ld
 w
al
k
 a
w
ay
 w
it
h
 t
h
at
 t
y
p
e
 o
f 
b
o
o
k
 a
n
d
 g
et
 a
 
g
re
at
er
 u
n
d
er
st
an
d
in
g
 o
f 
w
h
at
 i
t's
 l
ik
e 
to
 h
av
e 
a 
h
ea
ri
n
g
 l
o
ss
 a
n
d
 h
o
w
 t
o
 i
n
te
ra
ct
 w
it
h
 s
o
m
e
 
F
A
C
IL
IT
A
T
IV
E
 
R
es
o
u
rc
es
 
I 
fe
lt
 t
h
at
 m
ay
b
e 
th
e 
[r
eg
io
n
al
 s
er
v
ic
e 
ag
en
cy
] 
co
u
ld
 h
av
e 
o
r 
p
ro
b
ab
ly
 s
h
o
u
ld
 h
av
e 
g
iv
en
 u
s 
an
 o
v
er
v
ie
w
 o
f 
w
h
at
 t
o
 e
x
p
ec
t.
 M
ay
b
e 
le
t 
u
s 
k
n
o
w
, 
ev
en
 f
ro
m
 a
 c
o
m
m
u
n
it
y
 p
er
sp
ec
ti
v
e 
w
h
at
 o
th
er
 p
ar
en
ts
 o
r 
re
so
u
rc
es
 o
r 
g
ro
u
p
s 
th
at
 w
er
e 
o
u
t 
th
er
e 
th
at
 w
er
e 
g
o
in
g
 t
h
ro
u
g
h
 t
h
e 
sa
m
e 
th
in
g
. 
W
e 
fe
lt
 l
ik
e 
w
e 
h
ad
 t
o
 d
ig
 a
 l
o
t 
fo
r 
o
u
rs
el
v
es
 t
h
ro
u
g
h
 t
h
at
 p
ro
ce
ss
. 
In
it
ia
ll
y
, 
it
 
fe
lt
 l
ik
e,
 o
h
 w
o
w
. 
Is
 i
t 
u
s 
ag
ai
n
st
 t
h
em
?
 I
'll
 s
ay
, 
th
at
's
 j
u
st
 f
ro
m
 a
 v
is
u
al
 p
er
sp
ec
ti
v
e.
 I
s 
it
 u
s 
ag
ai
n
st
 t
h
em
? 
F
A
C
IL
IT
A
T
IV
E
 
I'
m
 n
o
t 
su
re
 h
o
w
 t
o
 a
ct
u
al
ly
 m
ak
e 
th
at
 a
 m
o
re
 w
el
co
m
in
g
 e
n
v
ir
o
n
m
en
t.
 T
h
at
's
 s
o
m
et
h
in
g
 t
o
 
th
in
k
 a
b
o
u
t.
 O
n
ce
 w
e 
g
o
t 
re
al
ly
 s
ta
rt
ed
 i
n
 t
h
e 
IE
P
 m
ee
ti
n
g
s,
 o
v
er
 t
im
e 
w
e 
re
al
iz
ed
 t
h
at
, 
o
k
ay
, 
th
er
e'
s 
g
o
in
g
 t
o
 b
e 
te
ac
h
er
s 
in
 a
n
d
 o
u
t 
o
f 
th
e 
m
ee
ti
n
g
. 
T
h
is
, 
fr
o
m
 m
y
 p
er
sp
ec
ti
v
e,
 i
s 
g
o
o
d
 a
n
d
 b
ad
 w
it
h
 t
h
at
. 
It
's
 g
o
o
d
 f
ro
m
 a
 s
ch
o
o
lt
ea
ch
er
's
 p
er
sp
ec
ti
v
e 
th
at
 t
h
ey
 h
av
e 
to
 t
ea
ch
. 
T
h
ey
 c
an
't 
si
t 
in
 t
h
e 
m
ee
ti
n
g
 f
o
r 
an
 h
o
u
r 
an
d
 a
 h
al
f 
o
r 
tw
o
 h
o
u
rs
. 
A
 t
ea
ch
 w
o
u
ld
 g
iv
e 
an
 
in
tr
o
d
u
ct
io
n
 o
f 
w
h
o
 t
h
ey
 a
re
 a
n
d
 g
iv
e 
th
ei
r 
b
ac
k
g
ro
u
n
d
 a
s 
fa
r 
as
 w
h
at
's
 b
ee
n
 h
ap
p
en
in
g
 
w
it
h
 m
y
 s
o
n
, 
b
u
t 
in
it
ia
ll
y
 w
e 
fe
lt
 t
h
at
 i
t 
w
as
 j
u
st
 t
h
em
 s
p
ea
k
in
g
 t
o
 u
s 
as
 o
p
p
o
se
d
 t
o
 u
s 
co
ll
ab
o
ra
ti
n
g
 
O
B
S
T
A
C
L
E
/ 
F
A
C
IL
IT
A
T
IV
E
 
T
ra
n
si
ti
o
n
s 
ac
ro
ss
 
th
e 
li
fe
sp
an
 
H
e 
h
as
 g
ra
d
u
at
ed
 f
ro
m
 [
h
ig
h
 s
ch
o
o
l]
, 
an
d
 h
e'
s 
n
o
w
 a
tt
en
d
in
g
 [
U
n
iv
er
si
ty
].
 H
e'
s 
ac
tu
al
ly
 i
n
 
a 
p
ro
g
ra
m
, 
w
h
ic
h
 e
n
co
m
p
as
se
s 
h
im
 l
ea
rn
in
g
 b
as
ic
 s
ig
n
 l
an
g
u
ag
e.
 T
h
ey
'r
e 
h
el
p
in
g
 h
im
 b
e 
m
o
re
 i
n
v
o
lv
ed
 i
n
 t
h
e 
d
ea
f 
cu
lt
u
re
, 
le
ar
n
in
g
 t
h
e 
ca
m
p
u
s 
as
 w
el
l 
as
 l
ea
rn
in
g
 t
h
e 
co
m
m
u
n
it
y
. 
F
A
C
IL
IT
A
T
IV
E
 
T
h
e 
o
ld
er
 w
e 
g
o
t,
 s
w
it
ch
in
g
 o
v
er
, 
sa
y
 f
ro
m
 e
le
m
en
ta
ry
 t
o
 j
u
n
io
r 
h
ig
h
, 
ju
n
io
r 
h
ig
h
 t
o
 h
ig
h
 
sc
h
o
o
l.
 I
 f
el
t 
th
at
 i
t 
w
as
 a
 g
re
at
 t
ra
n
si
ti
o
n
 i
n
 r
ec
ei
v
in
g
 a
 n
ew
 h
ea
ri
n
g
 s
u
p
p
o
rt
 p
er
so
n
. 
I'
m
 
n
o
t 
su
re
 i
f 
th
at
 w
as
 b
y
 d
es
ig
n
 o
r 
w
h
at
 h
av
e 
y
o
u
, 
b
u
t 
it
 d
id
 w
o
rk
 o
u
t 
fo
r 
th
e 
b
es
t 
fo
r 
u
s 
F
A
C
IL
IT
A
T
IV
E
 
A
ls
o
 
fr
o
m
 
th
e 
h
ig
h
 
sc
h
o
o
l 
p
er
sp
ec
ti
v
e,
 
si
tt
in
g
 
in
 
th
e 
IE
P
 
m
ee
ti
n
g
 
in
it
ia
ll
y
 
w
as
 
v
er
y
 
o
v
er
w
h
el
m
in
g
, 
in
 t
h
at
 I
 m
ea
n
t,
 o
h
, 
w
o
w
, 
so
 n
o
w
 w
e 
h
av
e 
to
 s
it
 d
o
w
n
 w
it
h
 e
v
er
y
 s
in
g
le
 
te
ac
h
er
 a
s 
w
el
l 
as
 r
ep
re
se
n
ta
ti
v
es
 f
ro
m
 t
h
e 
[r
eg
io
n
al
 s
er
v
ic
e 
ag
en
cy
] 
O
B
S
T
A
C
L
E
 
 
T
a
b
le
 1
2
 (
co
n
ti
n
u
ed
) 
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T
a
b
le
 1
2
 (
co
n
ti
n
u
ed
) 
N
o
d
e 
S
P
R
IN
G
T
IM
E
’s
 s
ig
n
if
ic
an
t 
q
u
o
te
s 
F
ac
il
it
at
iv
e/
O
b
st
ac
le
?
 
S
o
ci
al
 c
o
n
ce
rn
s 
W
e 
h
ad
 t
h
e 
sp
ec
tr
u
m
 o
f 
"H
e'
s 
g
o
in
g
 t
o
 b
e 
fi
n
e.
 H
e 
d
o
es
n
't 
n
ee
d
 t
h
is
, 
th
at
, 
an
d
 t
h
e 
o
th
er
."
 T
h
e 
o
th
er
 e
n
d
, 
"W
e'
re
 n
o
t 
so
 s
u
re
 h
e'
s 
g
o
in
g
 t
o
 d
o
 w
el
l.
 W
h
y
 i
s 
it
 t
h
at
 h
e'
s 
as
k
in
g
 o
th
er
 s
tu
d
en
ts
 
q
u
es
ti
o
n
s?
 W
h
y
 i
s 
h
e 
as
 t
al
k
at
iv
e 
in
 t
h
e 
ro
o
m
?
 W
h
y
 i
sn
't 
h
e 
ra
is
in
g
 h
is
 h
an
d
 t
o
 a
sk
 a
 q
u
es
ti
o
n
?
 
F
A
C
IL
IT
A
T
IV
E
/ 
O
B
S
T
A
C
L
E
 
W
o
rr
y
 
an
 e
x
p
er
ie
n
ce
 w
h
er
e 
w
e'
re
 l
ik
e,
 w
o
w
, 
o
k
ay
. 
A
 h
o
m
e 
ex
p
er
ie
n
ce
 w
h
er
e 
w
e'
re
 l
ik
e,
 o
k
ay
, 
w
e'
re
 
h
av
in
g
 t
o
 w
ak
e 
u
p
 [
o
u
r 
so
n
] 
ev
er
y
 d
ay
 f
o
r 
sc
h
o
o
l.
 H
e'
s 
g
et
ti
n
g
 o
ld
er
. 
h
o
w
 w
e'
re
 g
o
in
g
 t
o
 w
o
rk
 
th
is
 t
h
in
g
 o
u
t?
 W
h
at
's
 t
h
e 
te
ch
n
o
lo
g
y
 o
u
t 
th
er
e?
 
O
B
S
T
A
C
L
E
 
M
y
 h
u
sb
an
d
's
 v
er
y
 t
ec
h
-s
av
v
y
, 
so
 t
h
at
 w
as
 t
h
e 
fi
rs
t 
th
in
g
. 
W
h
at
's
 o
u
t 
th
er
e 
th
at
 c
an
 h
el
p
 u
s 
w
it
h
in
 t
h
e 
h
o
m
e?
 T
h
at
 c
an
 h
el
p
 h
im
 w
ak
e 
u
p
 o
n
 h
is
 o
w
n
? 
W
h
at
 a
re
 t
h
e 
sa
fe
ty
 t
h
in
g
s 
o
u
t 
th
er
e?
 
A
 l
o
t 
o
f 
th
at
, 
w
e 
h
ad
 t
o
 i
n
it
ia
te
 a
s 
p
ar
en
ts
 t
o
 t
ry
 t
o
 f
in
d
 o
u
t,
 a
s 
o
p
p
o
se
d
 t
o
 r
ec
ei
v
in
g
 t
h
at
 
in
fo
rm
at
io
n
 f
ro
m
 t
h
e 
sc
h
o
o
l 
d
is
tr
ic
t 
o
r 
ev
en
 f
ro
m
 a
 p
ed
ia
tr
ic
ia
n
 p
er
sp
ec
ti
v
e.
 W
e 
ju
st
 w
er
en
't 
su
re
, 
w
h
er
e 
is
 t
h
at
 s
u
p
p
o
se
d
 t
o
 c
o
m
e 
fr
o
m
 t
o
 u
s 
as
 o
p
p
o
se
d
 t
o
 u
s 
tr
y
in
g
 t
o
 r
es
ea
rc
h
 h
o
w
 t
o
 g
et
 
it
?
 
F
A
C
IL
IT
A
T
IV
E
 
V
o
lu
n
te
er
in
g
 
I 
w
as
 i
n
v
o
lv
ed
 f
ro
m
 t
h
at
 p
er
sp
ec
ti
v
e,
 h
el
p
in
g
 o
u
t 
w
h
en
 I
 c
an
, 
w
h
et
h
er
 i
t 
b
e 
in
 p
er
so
n
, 
h
el
p
in
g
 
o
u
t 
co
n
ce
ss
io
n
 s
ta
n
d
s,
 o
r 
p
ro
v
id
in
g
 f
in
an
ci
al
 s
u
p
p
o
rt
 t
o
 h
o
m
e 
an
d
 s
ch
o
o
l 
ev
en
ts
 o
r 
p
ro
d
u
ct
s 
th
at
 w
er
e 
so
ld
. 
M
y
 h
u
sb
an
d
 c
o
u
ld
 p
ro
b
ab
ly
 a
tt
es
t 
to
 t
h
is
 t
o
o
. 
W
e 
d
id
 n
o
t 
re
ce
iv
e 
as
 m
u
ch
 
p
ar
en
ta
l 
v
o
lu
n
te
er
 i
n
fo
rm
at
io
n
 a
s 
w
e 
w
o
u
ld
 e
x
p
ec
t 
in
 r
ef
er
en
ce
 t
o
 t
h
e 
d
ea
f 
cu
lt
u
re
, 
th
e 
h
ea
ri
n
g
 
lo
ss
 c
o
m
m
u
n
it
y
. 
W
e 
d
id
n
't 
fi
n
d
 o
u
t 
a 
lo
t 
ab
o
u
t 
th
at
 u
n
ti
l 
m
ay
b
e 
h
is
 1
1
th
 a
n
d
 1
2
th
 g
ra
d
e 
y
ea
r.
 
O
B
S
T
A
C
L
E
 
A
d
d
it
io
n
al
 
m
ed
ic
al
 c
o
n
ce
rn
s 
W
it
h
 m
y
 s
o
n
, 
h
e 
m
ay
 h
av
e 
b
ee
n
 d
ia
g
n
o
se
d
 l
at
er
, 
at
 t
h
e 
ag
e 
o
f 
6
, 
b
ec
au
se
 t
h
e 
d
o
ct
o
rs
 s
ay
 t
h
at
 i
t 
m
ay
 b
e 
b
ec
au
se
 h
e 
h
as
 a
 r
ar
e 
p
o
ta
ss
iu
m
 d
ef
ic
ie
n
cy
 
O
B
S
T
A
C
L
E
 
A
b
so
lu
te
ly
. 
T
h
e 
ra
re
 c
o
n
d
it
io
n
, 
B
ar
tt
er
's
 S
y
n
d
ro
m
e.
 I
t'
s 
a 
sy
n
d
ro
m
e 
th
at
 r
el
at
es
 t
o
 a
 l
ar
g
e 
am
o
u
n
t 
o
f 
p
o
ta
ss
iu
m
 b
ei
n
g
 l
o
st
 t
h
ro
u
g
h
 h
is
 b
o
d
y
. 
T
h
ro
u
g
h
o
u
t 
th
e 
d
ay
, 
ev
er
y
 t
im
e 
h
e 
g
o
es
 t
o
 
th
e 
b
at
h
ro
o
m
, 
u
ri
n
at
es
, 
h
e'
s 
lo
si
n
g
 a
 l
ar
g
e 
am
o
u
n
t 
o
f 
p
o
ta
ss
iu
m
. 
T
o
 r
ep
la
ce
 t
h
e 
p
o
ta
ss
iu
m
, 
h
e 
h
as
 t
o
 t
ak
e 
p
o
ta
ss
iu
m
 c
h
lo
ri
d
e,
 a
n
d
 h
e 
h
as
 t
o
 t
ak
e 
th
re
e 
p
il
ls
 i
n
 t
h
e 
m
o
rn
in
g
, 
th
re
e 
p
il
ls
 i
n
 t
h
e 
af
te
rn
o
o
n
, 
th
re
e 
p
il
ls
 a
t 
n
ig
h
t 
ju
st
 t
o
 r
ep
le
n
is
h
 a
n
d
 r
eb
o
o
t 
h
is
 s
y
st
em
 o
f 
th
e 
p
o
ta
ss
iu
m
 t
h
at
 h
e 
n
ee
d
s.
  
O
B
S
T
A
C
L
E
 
H
e 
w
as
 f
ir
st
 d
ia
g
n
o
se
d
 m
il
d
 t
o
 s
ev
er
e 
h
ea
ri
n
g
 l
o
ss
 w
it
h
 h
is
 l
ef
t 
h
av
in
g
 b
et
te
r 
h
ea
ri
n
g
 i
n
 h
is
 l
ef
t 
ea
r.
 W
h
en
 i
t 
w
as
 c
lo
se
r 
to
 m
id
d
le
 s
ch
o
o
l 
is
 w
h
en
 t
h
e 
h
ea
ri
n
g
 a
ct
u
al
ly
 g
o
t 
b
et
te
r.
 N
o
w
 i
t's
 m
il
d
 
to
 m
o
d
er
at
e,
 a
n
d
 i
t's
 r
em
ai
n
ed
 t
h
at
 w
ay
 f
o
r 
se
v
er
al
 y
ea
rs
 n
o
w
. 
O
B
S
T
A
C
L
E
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N
o
d
e 
S
P
R
IN
G
T
IM
E
’s
 s
ig
n
if
ic
an
t 
q
u
o
te
s 
F
ac
il
it
at
iv
e/
O
b
st
ac
le
?
 
N
ee
d
 f
o
r 
k
n
o
w
le
d
g
e 
N
o
t 
to
 p
re
su
m
e 
th
at
 t
h
e 
p
ar
en
ts
 a
n
d
/o
r 
th
e 
st
u
d
en
t 
k
n
o
w
s 
w
h
at
 t
o
 e
x
p
ec
t.
 I
 t
h
in
k
 t
o
 p
ro
v
id
e 
su
p
p
o
rt
, 
n
o
t 
o
n
ly
 f
ro
m
 a
n
 e
d
u
ca
ti
o
n
al
 p
er
sp
ec
ti
v
e,
 s
ch
o
o
l 
d
is
tr
ic
t 
p
er
sp
ec
ti
v
e,
 b
u
t 
al
so
 f
ro
m
 a
 
co
m
m
u
n
it
y
 a
n
d
 l
iv
in
g
 p
er
sp
ec
ti
v
e
 
F
A
C
IL
IT
A
T
IV
E
 
S
af
et
y
 
T
h
e 
v
ib
ra
ti
n
g
 a
la
rm
 c
lo
ck
, 
O
V
R
 a
s 
it
's
 c
al
le
d
 h
er
e,
 r
es
o
u
rc
es
 a
n
d
 h
el
p
 t
h
er
e,
 s
o
 t
h
at
 w
as
 o
n
e 
ex
p
er
ie
n
ce
 w
h
er
e 
w
e 
w
er
e 
li
k
e,
 "
O
h
 g
o
sh
, 
o
h
 w
o
w
. 
T
h
er
e'
s 
an
 a
la
rm
 c
lo
ck
 t
h
at
 v
ib
ra
te
s 
th
at
 
w
e 
ca
n
 u
se
, 
o
r 
so
m
et
h
in
g
 t
h
at
 f
la
sh
es
 t
h
e 
li
g
h
t 
b
u
lb
."
 W
e 
h
ad
 n
o
 i
d
ea
, 
an
d
 t
h
e 
h
ea
ri
n
g
 s
u
p
p
o
rt
 
p
er
so
n
 t
h
at
 h
el
p
ed
 t
h
ro
u
g
h
o
u
t 
h
is
 h
ig
h
 s
ch
o
o
l 
y
ea
rs
 w
as
 v
er
y
, 
v
er
y
 h
el
p
fu
l 
p
ro
v
id
in
g
 u
s 
w
it
h
 
th
at
 i
n
fo
rm
at
io
n
. 
O
B
S
T
A
C
L
E
 
O
b
st
ac
le
s 
E
ar
ly
 o
n
, 
w
h
en
 w
e 
st
ar
te
d
 e
le
m
en
ta
ry
, 
li
k
e 
I 
sa
id
, 
in
 t
h
e 
sc
h
o
o
l 
d
is
tr
ic
t 
an
d
 h
e 
w
as
 6
, 
7
 y
ea
rs
 
o
ld
, 
th
e 
te
ac
h
er
s,
 I
 f
el
t,
 (
d
is
tr
ic
t)
 w
as
n
't 
as
 k
n
o
w
le
d
g
ea
b
le
 w
it
h
 d
ea
li
n
g
 w
it
h
 p
ar
en
ts
, 
w
it
h
 
ch
il
d
re
n
 t
h
at
 h
av
e 
h
ea
ri
n
g
 l
o
ss
, 
o
r,
 o
r 
n
ei
th
er
, 
a 
ch
il
d
 t
h
at
 h
as
 a
 h
ea
ri
n
g
 l
o
ss
. 
O
B
S
T
A
C
L
E
 
H
av
in
g
 a
 m
o
re
 h
o
li
st
ic
 s
u
p
p
o
rt
 s
y
st
em
 w
o
u
ld
 b
e 
aw
es
o
m
e 
F
A
C
IL
IT
A
T
IV
E
 
R
E
S
E
A
R
C
H
E
R
: 
W
h
en
 w
as
 [
y
o
u
r 
so
n
’s
] 
h
ea
ri
n
g
 l
o
ss
 i
d
en
ti
fi
ed
? 
S
P
R
IN
G
T
IM
E
: 
6
 y
ea
rs
 o
ld
. 
 
R
E
S
E
A
R
C
H
E
R
: 
It
 w
as
n
't 
u
n
ti
l 
h
e 
w
as
 i
n
 s
ch
o
o
l?
 
S
P
R
IN
G
T
IM
E
: 
It
 w
as
n
't 
u
n
ti
l 
ri
g
h
t 
b
ef
o
re
 h
e 
st
ar
te
d
 f
u
ll
 t
im
e 
k
in
d
er
g
ar
te
n
. 
O
B
S
T
A
C
L
E
 
W
h
en
 I
 s
ay
 a
b
o
u
t 
th
e 
tr
ai
n
in
g
 a
n
d
 b
ei
n
g
 e
d
u
ca
te
d
, 
u
s 
as
 p
ar
en
ts
, 
h
im
 b
ei
n
g
 o
u
r 
fi
rs
t 
ch
il
d
 a
n
d
 
th
e 
o
n
ly
 p
er
so
n
 i
n
 o
u
r 
fa
m
il
y
 w
it
h
 h
ea
ri
n
g
 l
o
ss
, 
w
e 
h
ad
 t
o
 a
ls
o
 b
e 
tr
ai
n
ed
 a
n
d
 e
d
u
ca
te
d
 o
n
 h
o
w
 
h
e 
co
u
ld
 
b
e 
b
et
te
r 
su
p
p
o
rt
ed
 
w
it
h
in
 
th
e 
sc
h
o
o
l 
d
is
tr
ic
t,
 
in
 
th
e 
co
m
m
u
n
it
y
, 
w
it
h
in
 
o
u
r 
h
o
u
se
h
o
ld
, 
so
 w
e 
w
er
e 
so
m
ew
h
at
 d
el
ay
ed
, 
I 
b
el
ie
v
e,
 i
n
 l
ea
rn
in
g
 w
h
at
 t
ec
h
n
o
lo
g
y
 w
as
 o
u
t 
th
er
e,
 w
h
at
 r
es
o
u
rc
es
 w
er
e 
av
ai
la
b
le
. 
A
g
ai
n
, 
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b
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 l
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 p
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Springtime did not provide a written response to the prompt, choosing instead to continue 
recording as part of the interview. 
 
Participant interview 6: JJ 
JJ is a parent of a student with bilateral sensorineural hearing loss whose first 
language is Spanish. JJ’s son has a moderate to severe, sloping sensorineural hearing loss 
and uses bilateral hearing aids with an FM system. JJ’s son was noted to be high risk for 
hearing loss shortly after birth (hyperbilirubin), but identification and services did not 
begin until he was just over three years of age. JJ utilized the Spanish version of the 
SEPPS survey to respond to the poll, but declined the offer of an interpreter when 
meeting for the in-person interview. The researcher has known JJ and his family for 
several years, having participated in his son’s IEP meetings as an administrator. At those 
meetings, JJ also chooses not to utilize an interpreter, attesting to his confidence and 
competence with the English language. 
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b
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b
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 c
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 m
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d
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 c
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 t
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 c
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 t
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b
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 f
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 m
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 s
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 f
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 m
o
re
, 
y
ea
h
, 
th
ey
 a
ct
u
al
ly
 h
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 t
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 m
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 r
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 f
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 c
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b
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 c
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 b
e 
p
er
fe
ct
 f
o
r 
as
 i
f 
y
o
u
 c
an
 h
el
p
 i
s 
in
 t
h
at
 c
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 b
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b
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 l
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 c
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 p
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 f
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 b
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 c
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 b
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b
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 d
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 p
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b
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 o
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 d
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 l
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d
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ad
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 l
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 l
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p
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p
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b
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b
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 c
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 f
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 b
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 d
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ra
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 m
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 m
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p
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 f
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 c
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b
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 d
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 c
o
m
e 
o
u
t 
o
f 
th
e 
b
o
x
, 
le
t's
 p
u
t 
it
 t
h
at
 w
ay
. 
H
e'
s 
tr
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b
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b
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 m
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 f
ri
en
d
s.
 H
e'
s 
so
 f
ri
en
d
ly
, 
h
e 
m
ak
es
 f
ri
en
d
s 
so
 e
as
y
. 
F
A
C
IL
IT
A
T
IV
E
 
W
o
rr
y
 
N
o
 c
it
at
io
n
 
N
/A
 
V
o
lu
n
te
er
in
g
 
S
o
m
et
im
es
 I
 c
an
't 
b
ec
au
se
 I
'm
 w
o
rk
in
g
 a
ll
 t
h
e 
ti
m
e,
 a
n
d
 s
o
m
et
im
es
 I
 w
is
h
 I
 c
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p
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at
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re
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b
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b
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b
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 b
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 d
o
 y
o
u
 k
n
o
w
, 
[t
h
e 
au
d
io
lo
g
is
t]
, 
ex
p
la
in
ed
 t
o
 u
s,
 i
t's
 l
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d
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ad
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 l
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 l
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 l
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 f
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 b
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b
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JJ did not provide a written response to the prompt, choosing instead to continue 
recording as part of the interview. However, he did use a theatric flair to punctuate his 
final statement, gesturing that (if he were writing) he would end with a big, “Thank you!” 
 
Participant Interview 7: Ronnie  
Ronnie is the mother of a ten-year-old student with whom the researcher has also 
worked directly. Her son was diagnosed with hearing impairment after failing his 
newborn screening. His listening journey includes acquisition of sequential, bilateral 
cochlear implants at one and two years of age. He uses an FM system in school and 
communicates through listening and spoken language. In Ronnie’s home, three languages 
are spoken, as the trilingual family speaks fluent English in addition to the native 
languages of each parent (German and Russian).  
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Ronnie did not provide a written response to the prompt, but did leave a voicemail 
message that was transcribed as part of her interview. 
 
Participant Interview 8: J.R. & Mimi 
For the final interview, the participants were parents of a nine-year-old student 
with bilateral, moderate to severe sensorineural hearing loss, who wears bilateral hearing 
aids and an FM system and communicates through listening and spoken language. Their 
child’s hearing loss was identified shortly before his first birthday. J.R. and Mimi asked 
to respond to the questions simultaneously. This interview session was distinctive in that 
it involved both parents of a young student who asked to be interviewed simultaneously. 
Their responses provided significant insights, as it became evident as the conversation 
unfurled that one parent’s experience (even in the same family) is not necessarily shared 
by another.  
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Mimi offered this written response to the prompt:  
 
Figure 8: Mimi’s Writing Prompt Response 
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Figure 8 (continued) 
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Researcher’s Journal 
Field notes that were kept by the researcher during the interviews included 
observations of non-verbal cues and environmental factors. The observations and 
annotations provided additional context and contributed to the rich descriptions that were 
garnered in the interviews. By reviewing the data within 24 hours of the actual 
interviews, the researcher captured recollection of the pragmatic nuances, or the essence 
of the participants’ retellings. 
 Of particular note is that each parent participant displayed palpable, raw emotion 
regarding their genuine concern for their children. Parents were animated as they 
conveyed information about impediments to being heard, understood, or perceived as 
experts on what their child needs. When discussing those challenging situations, their 
tension was evident in hand wringing, variations in vocal pitch, and (at times) tears. Their 
emotion was equally overt when relating positive events along the parenting journey, as 
their voices conveyed sentiments of pride and enthusiasm. Each participant expressed 
Figure 8 (continued) 
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genuine gratitude for the support they have received, a desire to respond to all questions, 
and explicit hopes that their participation would support to all children who are deaf and 
hearing impaired. 
 
Results and Interpretations 
 
 
Coding Process 
The purpose of this study was to explore facilitative practices and obstacles to 
engagement as identified by parents of children who are deaf and hearing impaired. The 
conceptual framework for the study includes three research streams based on the 
literature reviewed: parents of children who are deaf and hearing impaired; home, school, 
and community engagement; and facilitative practices and barriers to engagement.  
Data analysis was conducted by the researcher, who then reviewed interview 
transcripts and field notes for accuracy. The researcher then identified preliminary codes 
or themes, based on multiple readings of the transcripts. The codes were broadly defined 
through the use of an online dictionary. As the deductive coding process evolved, initial 
sub-codes were compressed to eliminate redundancy, resulting in clustered codes. This 
approach to coding was defined by Merriam (2009). Merriam’s method involves taking 
segments of data, clustering them together, and ascribing a title to that cluster. 
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Emergent Themes 
The analysis of the interview transcripts was conducted by the researcher, and 
reviewed by a trusted colleague who was not otherwise involved in the study. In the 
paragraphs that follow, emergent themes are discussed holistically, along with exemplars 
from parent interviews in order to drive toward responses to the research questions. 
 
Communication 
 All participants in the study cited communication as a facilitative practice. They 
value regular, proactive communications, not only with the teacher of the deaf, but also 
with the general education team members. Accessibility of the service provider was also 
noted as important in facilitating connections. Parents value the opportunity to make 
Figure 9: Data Analysis Procedure 
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contact with their child’s teacher of the deaf through multiple methods, including written 
notes, voicemail, and text messages. They cite the value of personal connections with 
their child’s teacher of the deaf, noting that an approachable, personable provider 
supports their ability to collaborate effectively in support of their child. They appreciate 
tips and pointers on communicating with their child, amplification, and parenting, 
emphasizing that holistic support to the entire family has a positive impact on their 
parental self- efficacy. A deep sense of gratitude was shared by several participants for 
the sense of commitment and collaboration that they felt from their hearing support 
provider. In particular, the researcher felt that Ronnie clearly captured the spirit of 
collaboration as intended by special education legislation, when she stated that she felt 
that the team demonstrated a genuine willingness to compromise with a primary focus on 
her child’s wellbeing even when the resolution at an IEP meeting was not necessarily as 
she may have liked. 
 One participant noted that communication can also be an obstacle when it is not 
consistent or when it is lacking, especially with the general education team. Another 
participant suggested that positive communications in the form of an occasional note to 
share “good news” would be greatly appreciated.  
 
IEP Knowledge 
Parents cited that informative, positive IEP meetings were facilitative to their 
engagement in their child’s program. In general, the participants viewed their meetings as 
organized in a way that promoted an understanding of their child as a learner, and served 
as a forum for getting necessary supports and putting services in place. 
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 Ronnie cited that meetings were not about “getting what [she] wanted,” but about 
ensuring that “[her child’s] needs are met.” Specifically, parents noted that being asked 
for their input in advance, and having an opportunity to review an IEP before the meeting 
were supportive practices. One parent noted the essence of being included in the 
discussion prior to the actual IEP meeting “so [she] never felt blindsided.” 
In contrast, Springtime noted that the presentation and structure of one early IEP 
meeting was initially an obstacle to her participation, sensing that the physical setting of 
the event felt like it was “us against them.” She also suggested that families should 
receive explicit training in the IEP process in order to understand what to expect at the 
actual meeting. She initially felt there was a lack of attention to her child by the entire 
team. Springtime emphasized the need to advocate strongly in order to ensure that the 
team was on board and focused on her son as a learner.  
 Another parent, J.R., stressed that he has felt that the school team’s attitude 
toward IEP’s was less than collaborative, stating that “The district was, like: This is our 
plan, go ahead and sign.” He elaborated that classroom teachers are unwilling to go out of 
their way with regard to accommodations to support their child’s auditory access, such as 
tennis balls on chairs or acoustic modifications to classrooms.  
 
Advocacy 
 Parents recognize and accept their role as advocates for their child, and cite 
information as a facilitative support to their ability to advocate. Recognizing the value of 
preferential seating, listening technology, and unique learning accommodations was 
recurrent across parent interviews. Moreover, parents consistently cited the importance of 
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supporting their child in the acquisition of self- advocacy skills across the lifespan. From 
their child’s early development of competence with amplification equipment to the ability 
to seek support from college disability offices, development of self-advocacy skills was 
identified as being of the utmost importance to children who are deaf or hearing 
impaired. Parents in this study recognize the significant role that they play in fostering 
this skillset for their children.  
 Additionally, parents cited deficits in understanding on the part of general 
educators as an obstacle to their advocacy for their child. One parent noted that classroom 
teachers “pushed back” when she was seeking accommodations for her child, questioning 
whether he really needed that level of support since he was doing well. She noted that 
they didn’t understand the implications of listening with a hearing loss, and factors like 
fatigue and vocabulary deficits that her son was struggling to overcome.  
 
Audiological Issues 
 Each of the parents interviewed has a child who uses some form of technology to 
support listening and spoken language. All parents acknowledge that audiological 
equipment is simultaneously facilitative and, at times, an obstacle.  
Parents reported that they craved a complete understanding of their child’s 
hearing loss and its implications upon learning of their child’s diagnosis. Each of the 
parents in this sample stated that they were unprepared for their child’s diagnosis, having 
no previous family members with hearing loss. Throughout the interviews, parents 
discussed appreciation for support in developing competence with equipment, the rapid 
pace at which technology advances, and the pressure to “keep up” with those advances. 
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Kitty expressed a sense of awe at the power of technology to support her granddaughter, 
yet also stated that keeping abreast of the technology “is scary because [she] need[s] to 
learn about it to help her [granddaughter].” Parents in the study pointed to the loaner 
hearing aid bank provided by the regional service agency as supporting consistent use of 
technology, even when inevitable breakdowns occur. 
 Furthermore, Ronnie was emphatic in suggesting that teachers of the deaf must 
remain current relative to technology in order to be competent in instilling confidence in 
parents and their children. Springtime also cited the information on accessible 
technology, such as an alarm clock, that was shared by the teacher of the deaf as strongly 
supportive because it allowed her to help her son to prepare for independent living in 
college. JJ was concerned about the confusion he experiences in supporting his son, who 
has auditory neuropathy, stating, “I don’t know if he understands that, or doesn’t want to 
tell us. I don’t know what’s going on in his head.” J.R. and Mimi cited issues regarding 
general education teachers and consistent use of their son’s FM system, particularly in 
challenging acoustic situations. They inferred that teachers do not always realize the 
value of putting in the extra effort, and (if they do) they believe that the onus should be 
on the child, even at a very young age. 
Finally, Jennifer expressed that the parental journey would be best supported if 
there were an “owner’s manual” provided at the time of diagnosis. She emphasized the 
unique journey of each parent, and that the ability to recognize and address each child’s 
needs was a challenge to professionals. 
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Opportunities 
 Participants identified internal as well as external sources of support to facilitate 
their parenting journey. The ability to connect with educators was supported by the 
opportunity to connect with other parents and agencies devoted to supporting children 
who are deaf or hearing impaired. The internet provides a source of information that has 
become a staple of the parenting process for this subset of the population. Additional key 
sources named include the state training agency (PaTTAN) and national organizations, 
such as the Hearing Loss Association of America, Guide by your Side, and the AG Bell 
Association for the Deaf and Hard of Hearing. Serving as a support to other parents was 
noted as facilitative by several parents in this study who felt that they grew personally 
when able to guide and coach another parent by virtue of their own experiences. 
Springtime shared the success that she felt when she truly understood the fact that the 
special education relationship is a partnership that involves mutual respect and 
collaborative efforts. Opportunities to learn beside other, like-minded individuals in 
similar situations were noted as facilitative, especially when these opportunities involved 
hands-on experiences or take-home materials. 
 
Resources 
 One parent, JJ, cited the resources received from the regional service agency as a 
facilitative gift, stating, “I don’t know what we would do without this program, 
seriously.” Parents took note of the first contacts they made upon entering the world of 
parenting children with hearing loss. They drew upon the lessons learned from other 
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parents and proudly shared stories about the opportunities that they have had to “pay it 
forward” by supporting other parents. They recalled those encounters, reflecting upon 
their good fortune to live in an area that affords the opportunity to be served by the 
regional agency in this study. 
 While nearly all statements made by parents regarding resources were positive 
and related to facilitative practices, J.R. did note that resources supporting new families, 
infants, and toddlers far outnumber those afforded to older students. This was also 
reflected by Ronnie, who offered some practical suggestions to support older, 
elementary-aged students, teens, and tweens. Clubs, online connections, and social 
opportunities to be together with other children with hearing loss were cited as valuable, 
but rare. Parents in this study consider a lack of resources for the upper elementary 
through high school students as an obstacle to their engagement. 
 
Transitions across the Lifespan 
Periods of transition, whether from early intervention to early childhood or from 
high school to college, present particular challenges for families of children with hearing 
loss because they represent a change in stability that parents work hard to foster on behalf 
of their children. For instance, with her child about to enter the school-age system, 
Jennifer conveyed concerns about the small school district where they live and the ability 
of its staff to support her daughter’s hearing needs.  
Similarly, Springtime expressed feeling overwhelmed by changes in the tenor of 
the IEP meeting when her son moved to middle and high school, and the anxiety of now 
having to deal with a large group of teachers as opposed to one or two. Two of the study 
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participants, Nikki and Peaches, discussed moves between public and non-public schools 
and the impact of budgetary constraints on the district’s willingness to provide services in 
the non-public institution. For Nikki, the concerns prompted a return of her child to 
public school, where she can receive supports through a free and appropriate public 
education. For Peaches, the move was from public to non-public school as her son 
transitioned to middle school in preparation for continuing to the parochial high school as 
his siblings did. Clear understanding of the impact of these moves on available special 
education supports and services was cited as a challenge by both parents. 
 
Social Concerns 
Social issues, including their children’s connections with educators and peers, 
were noted as obstacles by parents in this study. Springtime reported conflicting 
messages regarding the social implications of her son’s hearing loss. On the one hand, 
teachers “sang [her son’s] praises,” citing “how well he was doing. On the other hand, he 
was chastised for calling out in class, not asking questions and failing to raise his hand.” 
Springtime described feeling alone, pondering the question of whether concerns were or 
were not a function of his hearing loss. JJ also commented on the challenge of discerning 
the difference between typical adolescent behaviors and those attributable to his son’s 
hearing status. 
For Jennifer, the social implications of her daughter’s hearing loss were noted as 
an obstacle. This parent felt a frequent need to run interference, explaining that when her 
child told someone that she could not hear them, it usually meant that she didn’t 
understand. She offered examples of playdates and preschool where it was a challenge to 
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see her daughter “left behind.” While availability of social activities can serve to facilitate 
the family’s engagement on behalf of their child who is hearing impaired, communication 
challenges can manifest at times as an impediment. 
 
Worry 
Parents expressed worry about their children with hearing loss, regardless of the 
child’s age. J.R. and Mimi shared concerns about the IEP for their son being delivered 
with fidelity by the speech pathologist. She noted that many sessions with the speech 
pathologist were cancelled or missed and that there was a feeling of consternation during 
the IEP meeting when she and J.R. questioned those missed sessions at the IEP meeting. 
They also stated that they worried about their son’s inability to relay needs for himself at 
the time, and that missed opportunities for speech support were not considered serious by 
all on the IEP team. Jennifer’s worry was couched in the numerous obstacles to acoustic 
access that abound in the world, citing open windows, high ceilings, and hardwood floors 
as reverberant contributors to her daughter’s inability to listen across all settings. Feeling 
the need to be ever vigilant, Jennifer indicated an awareness that not all individuals will 
be as committed to auditory access as she is for her child.  
Physical safety was cited another cause of worry, especially with regard to the use 
of amplification equipment (both cochlear implants and hearing aids) during sports. 
Peaches related that her concerns have escalated as her son explores opportunities for 
independence in social situations, such as riding his bike to the beach with friends at the 
shore. Her thoughts were echoed by Springtime in reference to needs for using 
technology to support and protect her son in light of his hearing loss. Ronnie discussed 
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the need to develop a systems of signs/gestures for her son when swimming, as he was 
not able at the time to wear his cochlear implant in the pool until very recently. 
Fortunately, the most recent update to the speech process for her son’s cochlear implant 
makes it water resistant and expands his ability to participate in water-based activities as 
a listener. 
 
Volunteering 
Parents in this study indicated the facilitative enhancements that they experienced 
when volunteering at their child’s school. Some respondents reflected on their ability to 
volunteer. Those who were able to volunteer stated that how their physical presence in 
the school and classroom appears to foster understanding of their child’s needs. 
Additionally, Ronnie noted that her involvement in the elementary school as a volunteer 
afforded her the opportunity to casually gather information on her son’s progress. Parents 
whose ability to volunteer has been hampered by the numerous appointments associated 
with their child’s amplification or other medical concerns, or simply their own need to 
work during school hours, were wistful regarding this missed opportunity.  
 
Additional Medical Concerns 
With regard to additional medical concerns, parents who shared these difficulties 
saw them as obstacles, either because they represented a draw against the physical and 
emotional resources of the family or the reason for later identification of the loss. 
Jennifer, whose daughter faced life-threatening illness and surgery as an infant, believes 
that the ototoxic drugs that saved her daughter are likely responsible for the hearing loss. 
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Similarly, Peaches cited her son’s battle with leukemia and the impact of treatment on his 
ability to receive services and make progress with listening and spoken language. In all 
cases, parents whose children had other medical issues cited these as clear obstacles for 
their families.  
 
Need for Knowledge 
 Parents in this study frequently referred fondly to the lessons learned in the 
journey of supporting their child. They noted that they felt able to engage as they 
acquired more understanding of the implications of their children’s hearing impairments. 
They noted being astounded by the ever-changing technology, the linguistic challenges, 
and the social and educational impact of hearing loss on their child. Parents who were 
served through the early intervention system frequently referred to their first professional 
contact as an ongoing source of content, coaching, and comfort. Those parents cited their 
“training” as a facilitative factor. However, this appeared to be less developed for 
participants whose children were not diagnosed as early. Home-based, regular contact 
with teachers of the deaf during the children’s infant and toddler years served to fill the 
need for knowledge for some subjects in this study. Specific understanding of their 
child’s unique needs was noted by Jennifer when she said, “Because it is low incidence, 
you can’t just go out and Google to find all of the resources you’ll need. It’s very specific 
and narrow-focused.” She elaborated by saying,  
I think the more resources that you can provide, like that Owner’s 
Manual…teaching the parents …Step 1 Here’s what you need …Step 2 Here is 
what you will need to do eventually. And Medical Assistance, and a hearing aid 
dispenser and the whole wealth and breadth of what we are facing. It would be 
nice to have that as well. 
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 Peaches also reflected on the knowledge that she sought, saying,  
I felt like I knew nothing about the deaf world. My son is the only deaf person I 
know and as a parent, I felt like I needed them to guide me because they knew 
what he needed from working with it and other experiences. I felt like they were 
my connection to the deaf world…they were our link, and should be the link to 
help the parents navigate through.  
 
Springtime, whose son’s progressive hearing loss was identified just as he started 
school, stated that educational service providers, including teachers, administrators, and 
support teams should not presume that the parents and/or student know what to expect. 
They should provide support not only from an educational perspective, but from a 
community and living perspective as well. 
 Ronnie reflected on concerns about whether to introduce her son to home 
languages other than English and the conversations around that topic the ensued early on. 
She spoke of appreciation for the fact that she was never told to try to limit use of her or 
her husband’s native language in their home. Their child now has the ability to 
communicate verbally in all three languages. 
 When interviewing J.R. & Mimi, both parents asked to participate as a unit, and a 
significant difference in perspectives between parents was revealed. They were 
referencing a need to learn, and J.R. specifically noted a need for information that Mimi 
asserted had been expertly provided. Implications of this finding will be related later in 
this dissertation. 
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Safety 
 The heightened safety concerns that are inherent for individuals with hearing loss 
was perceived as an obstacle for participants in this study. Concerns about their child’s 
safety closely mirrored the discussions coded as worry, as parents considered life both in 
and beyond the classroom. For instance, Peaches noted concerns about her son’s ability 
to hear a home intruder if asleep without his CI, noting “that’s just part of being deaf,” 
but that it was something she worried about as a mother. 
 Similarly, J.R. & Mimi discussed a situation in her son’s school that involved 
building renovations, and the discovery that their son was turning off his hearing aids in 
response to machine noise. They could not say how long the problem had been occurring 
before learning of it, and were disturbed not only by the lost academic opportunities but 
also by the potential threats to his safety while walking through construction zones 
without amplification.  
 
Obstacles 
 Throughout the interviews sessions, participants in this study explicitly cited a 
number of specific obstacles to their engagement in the special education process. 
Ironically, topics that were cited as facilitative by some, were noted as obstacles when 
absent for others. The lack of clear and current understanding of the legislation that 
governs special education practices, specifically the Individuals with Disabilities 
Education Act (2004), was noted as an impediment. Jennifer noted issues with 
understanding eligibility requirements and their interpretation across state lines.  
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 Additionally, amplification technology has clearly been embraced and is highly 
valued by each of the participants. Nonetheless, challenges inherent with technology 
(including breakdowns of the technology, keeping abreast of changes, and consistent use 
by all involved with their children) were cited as an obstacle. Parents expressed that they 
felt frustrated and upset when FM’s were not effectively utilized in school or when 
advances to technology surpass parent or teacher competence. 
 Furthermore, the IEP process was cited by participants as an obstacle to 
engagement from evaluation through implementation. A lack of a fully developed 
understanding of roles and expectations on their part resulted in less than desirable 
outcomes on some occasions. Parents were unclear about processes for accessing services 
for their children in non-public schools, noting that they may have acted differently if 
they had known more. 
 Finally, participants spoke in both positive and negative terms about the IEP 
meeting itself. Some parents stated that the meetings were generative, warm experiences 
where their input was actively sought and considered, while others felt that they were 
expected to simply sign the document as presented. 
 
Research Questions 
 Participants were asked questions designed to elicit their perceptions of 
facilitative practices to engagement in the special education process. Each subject was 
asked the same set of questions from the study protocol. Additional questions were 
sometimes generated in response to the personal conversations. Participants’ responses to 
these question helped to define the themes or nodes around facilitative practices and 
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obstacles to engagement encountered by the families. The data obtained has been 
analyzed to result in responses to the research questions posed at the outset of this study.  
Research question one: What do parents identify as facilitative practices for 
effective engagement in the special education program when their child is deaf or 
hearing impaired? 
The following table summarizes the participants’ perceptions of facilitative 
factors that support their feelings of engagement in the special education process:  
 
 
Research Question Recurring Themes  Key Contextual Connections 
What do parents 
identify as facilitative 
practices for effective 
engagement in the 
special education 
program when their 
child is deaf or hearing 
impaired? 
Communication  Consistent, proactive two-way contact 
 Accessibility of service provider 
 Informative 
 General and Special Education 
Need to acquire 
knowledge 
 Need for “Owner’s Manual” 
 IEP process 
 Expectations 
 Evolving- needs change over time 
 Needs heighten during transitions 
Connections: 
Partnerships 
 Meeting other families 
 Meeting other children with hearing 
loss 
 Resources 
 Opportunities to connect and learn 
across the lifespan 
Technology  Access 
 Confidence/Competence 
 Enhancements 
Advocacy  Empowered stance- 
 Evolving need over time 
Table 16: Summary of Responses to Research Question 1 
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Research question two: What do parents identify as obstacles to effective 
engagement in the special education program when their child is deaf or hearing 
impaired? 
Participants were asked questions designed to elicit their perceptions of obstacles 
to engagement in the special education process. Each subject was asked the same set of 
questions from the study protocol. Additional questions were at times generated in 
response to the personal conversations Their responses to these question helped to define 
the themes or nodes around facilitative practices as well as obstacles that families 
encounter. The following table summarizes the participants’ perceptions of obstacles to 
their engagement in the special education process: 
 
 
Research Question Recurring Themes Key Words in Context 
What do parents 
identify as obstacles to 
effective engagement 
in the special education 
program when their 
child is deaf or hearing 
impaired? 
Weak or non-existent 
partnerships 
 Sense of “us vs. them” 
 We weren’t heard 
Lack of information: 
On deafness 
On listening 
technology 
On the IEP process 
 Unprepared and unaware  
 Constant changes in tech 
 Complex listening environments 
 Rules and regulations 
 One-way conversation 
Technology issues:  
Acquisition 
Use  
Competence 
 Consistent FM use 
 Amplification changes 
 Supports to self-advocacy 
 
 
Table 17: Summary of Responses to Research Question 2 
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Summary 
 
 
 Preceding sections of this chapter provide detailed descriptions of the selected 
subset of participants, the process utilized for polling and interview phases, tables of data 
summary, and specific transcript citations. Coding strategies and summaries are depicted 
to illustrate analysis and derivation of responses to the research questions. 
 The conceptual framework for the study includes three research streams based on 
the literature reviewed: parents of children who are deaf or hearing impaired, school 
family and community engagement and facilitative practices and obstacles to 
engagement. The analysis of the data from this study points to the critical nexus among 
those streams. Parents of children who are deaf and hearing impaired, like all parents, 
derive benefits from engaging in their children’s education. The process of engagement is 
supported by some professional practices, while impeded by others. When a child has 
hearing loss, distinctive needs are involved that complicate the ability to engage. These 
needs include improved and differentiated communication and technology that are 
determined by the child’s sensory impairment.  
As the interviews progressed, the study participants appeared willing to share 
their intimate feelings about parenting a child with hearing loss. They shared the raw, 
emotional recognition of loss of the children expected, and the celebrations of those 
children’s growth and achievements. Their statements provided meaningful insight to the 
experiences of parenting a child with a hearing loss, and have implications for those who 
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serve all children with special needs. In listening to the parent’s narratives, we can all 
learn. 
Participant interviews revealed the following facilitative practices which were 
described as supporting engagement in the special education process: 
1. Parents acknowledged the value they place on strong and consistent 
communication with the teacher of the deaf as well as with the General Education 
team. They appreciate the ability to utilize multiple modalities to keep in touch, 
including email, voicemail, texts and face to face conversations. Regardless of the 
methodology determined, accessibility to professionals is key. 
2. From the moment of diagnosis, parents crave information about hearing loss and 
its implications. They want “just in time” information that supports decision-
making, understanding communication options, IDEA procedures, and their 
child’s rights relative to special education. Support in acquiring this information 
facilitates parents’ ability to effectively engage in the special education process.  
3. Participants realize the generative value of making connections. As previously 
noted, more than 95% of parents of children who are deaf or hearing impaired 
have typical hearing themselves, and therefore have little or no experience with 
the challenges inherent with an impaired auditory system. Understanding is 
facilitated when families are able to effectively forge networks of support with 
professionals, other parents, and organizations that afford the benefits of 
experience with hearing loss. 
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4. Participants in this study were emphatic in their discussions of amplification and 
the value that technology beings to their children’s lives. The participants spoke 
highly of the intensive support received from the teachers of the deaf and 
educational audiologists of the regional service agency from the time of diagnosis 
and initial access to hearing aids or cochlear implants through to selection of 
high-tech assistive devices. In addition, they acknowledge the value of our 
agency’s proximity and collaboration with a local children’s hospital. Of 
particular note was discussion of the willingness of the regional service agency to 
support ongoing understanding of technology advances through ongoing 
professional development. 
5. The advocacy afforded to their children, as well as training to develop their 
child’s self-efficacious behaviors, is cited as facilitative by the parents in this 
study. In particular, parents are appreciative of the early connections that are 
prompted by professionals from this regional service agency.  
 
  In addition, the data points to several obstacles to engagement that were noted by 
the participants. Subjects of the study related several situations or issues that proved to be 
impediments or obstacles to engagement.  
1. Parents stated that weak, non-productive partnerships with general or special 
education staff members were definite barriers to a sense of engagement. Feeling 
that their opinions, concerns, or ideas were insignificant or dismissed served to 
weaken or damage the relationships that are crucial to effective partnerships. 
While comments of this nature came from a minority of those interviewed, the 
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deleterious impact on parents who felt disenfranchised lasted many years after the 
actual event.  
2. Participants cited a lack of knowledge as an obstacle to engaging on their child’s 
behalf. This knowledge may encompass information on hearing loss, on 
communication modalities, or on the IEP process. When information was readily 
available, parents cited this as facilitative. Conversely, parents who felt that such 
information was not provided by their child’s teacher of the deaf, or that was 
offered inconsistently or at inappropriate moments in time, felt unprepared to 
effectively engage as an advocate on their child’s behalf. Parents who did not 
participate in early intervention, whether due to late identification or physical 
absence from the service, felt less competent in understanding their child’s 
hearing loss. Moreover, all families noted that directed activities and information 
on the needs of older students occurred less frequently although these were 
desired. Additionally, Parents seek a forum to convene and opportunities for their 
children to know and engage with other children with hearing impairments. 
3. Confidence and competence relative to amplification technology was defined as 
an obstacle by some participants, despite overall positive feelings about the value 
of technology. Parents shared concern about keeping up with the intense speed at 
which amplification technologies evolve. They worried about inconsistent use of 
technology at school by teachers who do not recognize or understand the value of 
the devices. General education teachers were most often sighted as lacking in 
competence or desire to deploy technology, but one parent indicated that her 
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child’s teacher of the deaf did not exude adequate confidence in the ability to set 
up, utilize, and educate others about her son’s FM equipment. Teachers who 
failed to sustain the necessary professional development to stay abreast of 
technology changes were considered an obstacle to effective engagement by 
parents in this study. 
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Chapter 5: Conclusions and Recommendations 
 
 
Introduction 
 
 
 The purpose of this phenomenological study was to identify facilitative practices 
and obstacles to family engagement as reported by parents of children involved in a 
hearing support program in a southeastern Pennsylvania regional service agency. 
Qualitative methods were employed to analyze responses to a research protocol based on 
family engagement research. As summarized and discussed in Chapter 4 (Findings, 
Results, and Interpretations), participants’ responses form the basis of this chapter, which 
is organized into four sections. The first section provides an executive overview of the 
study. The second segment is a discussion of the study’s methodology, followed by a 
third section, a summary of findings and conclusions. The chapter concludes with a 
discussion of implications for the organization and recommendations for future research. 
 
Overview of the Study 
 This study examined parent perceptions of the practices that facilitate and impede 
their engagement in the special education programs in which their children with hearing 
loss are enrolled. This study did not seek to evaluate the program itself; rather, this study 
sought to identify effective practices in an effort to expand their implementations. 
Additionally, it intended to identify obstacles to family engagement, in order to reframe 
those impediments as opportunities for growth within the regional service agency. 
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Decades of education research suggest that as parents become more involved and 
empowered in the special education process, outcomes for their children improve 
(Hoover-Dempsey & Sandler, 1997; Ferguson, 2008; Fish 2008; Stoner et al., 2005). This 
knowledge underscores the importance of effective collaboration between parents and 
educators (Goodall and Bruder,1986; Epstein, 2001). Fish (2006) emphasizes that 
educators should seek and use parental knowledge, because no one knows a child better 
than his or her own parent. For families of children who are deaf or hearing impaired, the 
need for engagement is heightened. When a child has a hearing loss, it is crucial for 
families to provide purposeful, consistent, and enhanced linguistic input in order to 
mitigate the impact of the auditory deprivation. This study was based on the assumption 
that fostering a greater understanding of factors that facilitate or impede engagement 
could ultimately serve to support outcomes for children who are deaf or hearing impaired. 
 The study used a phenomenological approach to address the research questions. 
Participants were selected based on their response to a poll of the larger population of 
parents of children enrolled in the hearing support program for a single regional service 
agency in southeastern Pennsylvania. These children have deafness or hearing 
impairment as the primary disability listing on their Individual Education Plans. 
Interview participants represent a selected subset of the overall populations of parents of 
children who are deaf and hearing impaired. They have children who receive hearing 
support from the regional service agency. All of their children receiving support use 
amplification (either hearing aids or cochlear implants) and all communicate through 
listening and spoken language. Their children range in age from five to nineteen years 
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old. The children of these participants were diagnosed and fitted with amplification as 
young as six weeks of age and as old as six years. The youngest of the participants’ 
children entered kindergarten this fall, while the oldest is now a freshman in college. Of 
the nine total participants in eight interview sessions, two were fathers, seven were 
mothers, and one was the grandmother of a child who is deaf or hearing impaired. These 
participants represent eight of the thirteen diverse school districts comprising the regional 
service agency, each of which has a distinctive culture, geography, and socioeconomic 
climate.  
The qualitative interviews were conducted between the summer and early fall of 
2016. An interview protocol comprised of six questions (Appendix C) was used as the 
basis for these interviews in conjunction with deeper probes posed by the researcher to 
clarify the data. Each interview was recorded and transcribed through rev.com, then 
validated for accuracy by the researcher. The NVivo for Mac software was utilized to 
code, analyze the data, and capture emergent themes. The themes derived provide 
answers to the study’s research questions: 
 What do parents identify as facilitative practices for effective engagement in the 
special education program when their child is deaf or hearing impaired? 
 What do parents identify as obstacles to effective engagement in the special 
education program when their child is deaf or hearing impaired? 
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Social and Cultural Capital 
The researcher’s conclusions were framed by both research discussed in the 
literature review in Chapter 2 (Literature Review) and data collection detailed in Chapter 
4 (Findings, Results, and Interpretations).  
To begin, when one’s child is diagnosed with a hearing loss, parents must act 
swiftly to first acquire and then actualize the cultural and social capital necessary to 
procure outcomes or influence on behalf of their children. Cultural capital, first 
conceptualized by sociologist Pierre Bourdieu (1986), includes those non-economic 
resources that enable social mobility. Examples of cultural capital include knowledge, 
skills, and education. Bourdieu also states that social capital includes resources that an 
individual obtains by being part of a network of social connections. Both concepts hold 
that social networks and culture have value. 
Furthermore, researchers have noted the critical importance of all forms of capital 
regarding home-school interactions, but cite challenges in establishing this capital 
(Bourdieu, 1986; Lareau and Horvat, 1999; Trainor, 2010a). They note that meaningful 
participation in the special education process necessitates a balance of power and status 
between home and school. This balance can be achieved through parental acquisition of 
social and cultural capital, which offers them entre to the field. Each of the parents 
interviewed alluded to the need for knowledge and information when discussing their 
child’s diagnosis with hearing loss. This quest for understanding is urgent and real, and 
forms the foundation for the acquisition of cultural and social capital.  
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Putnam (2000) describes the concept of social capital as an attribute of 
organizations, focusing on norms and trust as producers of social capital. Similarly, 
Trainor (2008) notes that social capital plays a significant role in lives of individuals who 
are at risk of being marginalized. She emphasizes the importance of formal and informal 
support networks, and the study participants echoed this importance. This capital is 
considered to have trading value that can be exchanged for intellectual and economic 
growth, which can lead to enhanced emotional satisfaction and autonomy in decision-
making. In connecting with others with established social capital, families who join local 
clubs, advisory groups, and national organizations amass not only individual social 
capital, but simultaneously accrue benefits from the greater pool of capital possessed by 
the larger group. Moreover, Bourdieu (1986) has noted that social capital, like other 
forms of capital, is readily transmitted from parent to child. Consideration of the concept 
of cultural and social capital provides a structure for the examination of study results.  
 In responding to the interview questions, participants shared experiences and 
anecdotes that were analyzed to derive recurring topics and themes. These themes (as 
discussed in the previous chapter) include practices that are perceived to facilitate 
engagement, such as communication, acquisition of knowledge, partnership, technology 
supports and advocacy. Obstacles to engagement include weak or non-existent 
partnerships, a lack of information, and issues surrounding technology. As parents 
acquire cultural capital in the form of knowledge and skills, one can assume that that 
knowledge can be activated to cultivate social capital to further support their engagement. 
Under this assumption, the themes that emerged through the interview process relative to 
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facilitative practices and obstacles to engagement are depicted below through the lens of 
cultural and social capital. 
 
 
 
 Parents, 95% of whom are initially unprepared for dealing with their child’s 
hearing loss, seek equilibrium as their journey commences. This equilibrium is attained 
Figure 10: Cultural & Social Capital 
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as they acquire the knowledge and skills essential to propel them toward effective 
engagement. Once established, this equilibrium can be disrupted during periods of 
transition, and so the delicate balance must be attended to. Parental self-efficacy supports 
the empowerment required to seek what one needs (DesJardin, 2007). Nevertheless, 
educators must remain vigilant in their support of families through the lifespan. 
 The discussion of cultural capital as applied to parents of children who are deaf or 
hearing impaired brings focus to the critical importance of parent’s knowledge of and 
disposition towards special education law and procedure, understanding of technology, 
and about resources to support them on their journeys. An application of the concept of 
social capital in the experience of these parents focuses the lens to examine the 
relationships among parents, school personnel, and other experts (Trainor, 2010a). 
 
Summary of Findings and Conclusions 
 
 
Polkinghorne (1989) asserts that the reader of a phenomenological study should 
come away with a greater understanding of what it is like to experience the phenomenon 
studied (Cresswell, 2007, p.62). The findings of this study provide insights to the 
experience of parenting a child who is deaf or hearing impaired. Information from this 
study affords an understanding of parental perceptions of facilitative practices and 
obstacles to family engagement in the special education process. 
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Participants noted that consistent, proactive, two-way communication was an 
essential component of effective engagement. Multiple means of communication were 
noted as effective, including phone calls, text messages and emails. Of particular note 
was that participants expressed a desire to receive information not only when there were 
problems or negative issues needed to be addressed, but also when good things were 
happening as well. 
 Similarly, participants indicated that evolving, timely, and ongoing acquisition of 
knowledge was crucial to engagement in their child’s program. Understanding of the IEP 
process, implications of the hearing impairment, and expectations for programming were 
among the needs cited as facilitators. Participants were resoundingly clear in sharing that 
their need for knowledge is constant, that it evolves across their child’s lifetime, and that 
supports provided to expand that knowledge base are highly valued.  
 Additionally, participants stated that they valued the connections that they forged 
along the journey of parenting a child with hearing impairment. Parents considered these 
connections to be strong contributors to their ability to develop self-efficacy relative to 
their parenting roles. These connections were noted to be equally important for their 
children. School-facilitated opportunities to make these connections were explicitly 
requested by the participants on their children’s behalf. Networking allows for the 
simultaneous acquisition of cultural and social capital, and cannot be underestimated as a 
facilitator of engagement.  
 Furthermore, participants lauded the value of amplification and assistive 
technology, including hearing aids, cochlear implants, and FM systems; yet the parents 
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noted the particular challenges of keeping up with the rapid, constant advancements in 
the field. Parents seek sustained support to stay abreast of changes in hearing 
technologies in order to assure optimal auditory brain access for their children. 
 Participants also contended that developing the ability to advocate was a 
necessary precursor to engagement. Advocacy skills were acquired as a function of 
confidence and competence regarding their understanding of their child’s hearing loss. 
Cultural capital takes the form of  
 understanding implications of their child’s loss 
 understanding auditory brain access 
 technology in the form of hearing aids, cochlear implants and FM systems 
 IDEA regulations 
 safety  
 social implications of hearing impairment 
As this capital is acquired, participants became empowered to assume their roles as 
advocates for their child. When leveraged, this empowerment has propelled participants 
to expand their advocacy to state and national levels. 
 
Recommendations 
 
 
 The results of this study will serve to inform professionals in the field, as well as 
special and general education administrators. School districts may also find this study 
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supportive in illuminating effective ways to expand family engagement in the special 
education process. Moreover, this study can enhance a professional’s ability to comply 
with federally mandated requirements of the Individuals with Disabilities Education Act 
of 2004. Findings support the establishment of a family engagement policy for the 
regional service agency in the study, as well as for local school districts and other 
organizations that are charged with supporting families of children with all disabilities. 
Development of a detailed family engagement policy is highly recommended. It is 
suggested that data derived from this study can inform the process of assessing school-
facilitated family engagement by expanding the process of asking questions. Families 
involved in this study were delighted to participate, and all noted that they appreciated 
the opportunity to share their opinions and stories about the engagement process. The 
mere process of asking for feedback can be considered facilitative, as it drew parents into 
the conversation and fostered partnership with the interviewer. Regular opportunities to 
discuss their perspectives are recommended as a practice to bolster family engagement. 
 This study is an examination of parent perceptions of facilitative practices and 
obstacles to engagement, and, as such, is not intended to be an evaluation of the hearing 
support program of this agency. This small study in southeastern Pennsylvania adds to 
the body of research that involves family engagement, with a specific emphasis on 
parents of children who are deaf or hearing impaired. The findings and interpretation of 
the data suggest that practices to facilitate family engagement have been experienced and 
are appreciated by participants who are served by this regional service agency.  
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Facilitative practices were frequently mentioned by the participants from families 
with children whose hearing impairment was identified through newborn screening and 
were served by early intervention services until entering school-aged programs. In 
contrast, for three of the eight families whose children’s hearing impairment were 
identified later than three years of age, the themes of need for knowledge, resources, and 
advocacy were referenced as obstacles. These important practices were impeded because 
school-based services were not necessarily family-focused when compared to the family-
centered, home-based programming mandated for early intervention. 
Just as their children do, parents benefit from early identification and family-
centered supports. It is recommended that program planning support family needs across 
the lifespan. Customized programs and additional focus on families whose children are 
identified later in life could be ensured by meeting families at their respective points of 
entry to the service delivery system. 
 Parents in this study were generally satisfied with communication from their 
teacher of the deaf, but at least one parent suggested that he would appreciate more 
informal correspondence to share good news, as he felt most correspondence centers on 
dealing with problems or issues. Regular, meaningful, two-way communication is an 
essential component of family engagement. Parents must feel that their input is important, 
and that it has value in the development and implementation of their child’s Individual 
Education Plan. These findings, therefore, serve to inform future program development. 
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Support of the Home Environment 
 Conceptualizing out-of-school time as holding the greatest potential for impact on 
a child’s learning allows one to further embrace the significance of the overlapping 
spheres of influence of home, school, and community engagement (Mapp, 2015). The 
table below depicts additional importance of supporting the home environment. It is 
evident from the calculations that only about 13% of a child’s life through age eighteen is 
spent in school. That means that more than 86% of a child’s life is spent at home or in the 
community. 
 
Calculating the Time Children Spend at Home vs. at School, From Birth to Age 18 
 
• Assume that a child sleeps 8 hours/day 
• 24 hours/day - 8 hours sleeping = 16 waking hours/day 
• 365 days/year x 18 years = 6,570 days 
• 6,570 days x 16 waking hours/day = 105,120 waking hours by age 18 
 
• Average 6 hours per day at school. 
• Average 180 school days/year 
• 180 school days/year x 6 hours/school day = 1,080 hours per school year. 
• 1,080 hours/school year x 13 school years (1 year kindergarten + 12 years through H.S.) = 
14,040 school hours 
 
 • 14,040 school hours / 105,120 waking hours = .13356 or … 
Just 13.36% of waking hours by age 18 are spent in school! 
 
PARENT ENGAGEMENT MATTERS!!!! 
  
 
Figure 11: Time at Home vs. School 
Adapted from “Nine Truths about Parent Engagement” 
(Wherry, 2014) 
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Recommendations for Educators, Administrators, and Parents 
In using the results of this study to inform practice, the following 
recommendations are offered to educators, administrators, and parents themselves: 
 Recognize the facilitative practices that parents cite as supportive of their 
engagement in order to emphasize and maximize their impact. 
 Explore the obstacles to engagement cited by parents in order to expand 
efforts to reduce or eliminate the impediments. 
 Examine the temporal aspects of facilitative practice in order to determine 
how specific times in the educational lifespan may present greater 
challenges than usual. 
 Intensify efforts to provide information and opportunities for families of 
students in upper elementary, middle, and high schools. 
 Link families of older and younger students to encourage mentoring 
relationships. 
 Connect students based on age, interests, and/or amplification types.  
 Support parents in the development and dissemination short of video clips 
to share information and tips with one another. These “ParentTube” videos 
can be shared on a portal to provide ubiquitous access to information and 
support. 
 
 Interviewees readily articulated their appreciation of supports provided by this 
study’s regional service agency. While the obstacles cited were fewer in number than 
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facilitative practices, their identification accentuated the need for concerted efforts at 
intervention that extend beyond the early post-identification years. 
 
Suggestions for Future Study 
 
 
This study is based on the assumption that parents in this particular regional service 
agency mirror those of the general population, but it is recognized that a study of this size 
may not be readily generalized to the overall population. For that reason, it is suggested 
that duplication of this study process might offer insights if applied to: 
 Disability-specific exploration of other aspects of the organization, looking at 
other disability categories as defined by IDEA 
 Regional studies across service agencies or among regions 
 Studies of parents of children who are deaf or hearing impaired and served in 
specialized classrooms for the deaf 
 Studies of parents of children who are deaf or hearing impaired with co-existing 
disabilities and who are served in specialized classes for other disabilities 
 Studies of parents who have selected ASL as the communication modality for 
their child 
 Consider replicating the study with parents who are deaf or hearing impaired and 
themselves have children who are deaf or hearing impaired 
 Researchers might also consider: 
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 Comparing and contrasting parental engagement based on age of intervention 
 Development and administration of an instrument to gauge family understanding 
of special education processes and rights 
 Consider replicating the study by asking the interview questions of teachers of the 
deaf 
 Creation of professional development for educators on engaging families and 
measuring the impact of implementation 
 Development of family engagement studies as pre-service programming at the 
university level for educators 
 Working with families to develop trainings by and for parents of children with 
disabilities on the acquisition of social and cultural capital as a leverage point in 
support of their children 
Implications of this study shed light on the need to develop organizational policies 
that support engagement practices in a systematic, sustainable manner in order to 
embrace the rich tapestry of families with the knowledge and skills essential to value 
their needs, their diversity, and their empowerment. Specifically, this study: 
 calls for practitioners to keep abreast of technological advances in order to 
support their families in adapting to changes in technology; and 
 suggests the need for side-by-side learning, as it is recognized that 
advancements will be ongoing, and adapting a mindset of expected growth 
invites side-by-side learning.  
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The study indicates that family engagement when children are deaf or hearing 
impaired must be viewed in the context of a changing landscape. Static processes for 
delivering support of family engagement must be replaced by dynamic, collaborative 
partnerships that successfully leverage and harness the impact of empowered parents. 
From this research, it can be surmised that the obstacles cited can be viewed as 
opportunities for growth and improvement that will enhance outcomes for all children. 
 
Summary 
 
 
 This study examined parents’ perceptions of practices that facilitate their ability to 
engage in the special education process when their children are deaf or hearing impaired. 
In addition, it identified obstacles to that engagement that these parents identified. The 
study’s participants had self-identified as effectively engaged in the special education 
process, and so their responses provide validity for that subset of the population. The goal 
of this study was to explore the lived experiences of parents of children with hearing loss 
by listening carefully and hearing their voices in order to inform continuous program 
improvement. Results may be used to guide emerging practices, to strengthen those that 
need attention, and to inform local, state, and national policies.  
 Families arrive at the special education doorstep with empty backpacks, unaware 
of what they need and uncertain about how to acquire what they need. They fear for their 
child’s safety in light of the implications of their hearing loss. Families crave connections 
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with knowledgeable professionals and others who recognize their needs and can support 
them in building capacity to support their children. Social and cultural capital are 
amassed through these connections, and it is this capital that facilitates self-efficacy to 
become empowered advocates on behalf of their children. 
Transitions through the life cycle, whether from preschool to kindergarten or from 
college to career, are periods when the intensity of need resurges. The study findings 
provide a clear reminder to educational providers that family needs are strongly 
influenced by the family’s current place in their journey, and that supports must be 
customized to the timing of those needs in order to ensure their effectiveness. 
Professionals are further reminded to tailor the levels of support and encouragement that 
they afford during times of educational transition, as a family’s needs and challenges 
resurge.  
The study findings call for the establishment and implementation of innovative 
models that place educators in partnership with parent and community organizations, as 
well as businesses and foundations, to develop synergistic, sustainable collaborations that 
strengthen educational outcomes for children. Specific recommendations for the study’s 
regional service agency are as follows: 
 Consider parents’ thirst for understanding in the early stages of partnership, and 
that their needs will constantly evolve. Consider also that (as adult learners) 
parents’ learning styles must be acknowledged and honored in order for 
interventions to be effective. 
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 Consider the importance of cultural competence in embracing all types of 
parenting, including grandparents, who are at times in a triad relationship with 
their own child as well as the child with hearing impairment. Educators who have 
knowledge, skillsets, and attitudes that embrace the diversity of students and their 
families are better poised to cultivate their strengths. 
 Recognize that (when present) both parents in a couple need to experience 
customized opportunities to learn and that this points to the need for flexible 
scheduling and delivery of services. 
 Consider reframing teacher workdays to allow for flexible schedules that enable 
teachers to meet parents where their needs are. Recognize that the teacher 
workday need not be locked, but rather should allow for accommodating 
opportunities to connect with families, whether in person or via telepractice 
(Houston, 2014). 
 Activate the concept of a growth mindset in reviewing the findings of this study in 
order to move the organization from good to great relative to family engagement. 
 
Participants in this study shared their perceptions of practices that facilitate their 
ability to engage. In the context of interviews, they cited factors that have impeded this 
engagement. The voices of parents in this study were unified in desiring consistent, two-
way communication that is customized to their child, and matched to their personal needs 
on the parenting journey. Participants called for intensified efforts to address transitions 
across the educational lifespan, whether from early intervention to kindergarten, or from 
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high school to college. They seek expertise in support of amplification equipment. They 
particularly cite reliance on their children’s teachers of the deaf to impart confidence and 
competence to them and their children, noting the rapid and continuous advancements in 
the field. Parents thrive on information, connections, and partnerships that develop self-
efficacy in accruing the social and cultural capital that are the keystones of their 
children’s success. 
 Engagement efforts must extend beyond random activities; rather, they must form 
the core of a clearly articulated structure of service that allows for synergistic growth and 
perpetual forward motion. Activities that are linked to learning, such as literacy nights or 
technology fairs, are most likely to produce effective outcomes. Opportunities to learn 
side-by-side with educators will promote competence, confidence, and self-efficacy for 
families. Events that involve follow up or are part of a series of events with deliberate 
plans to integrate active participation will also bolster sustainable growth.  
 Organizations must articulate a vision policy and framework that nurtures parents, 
enhancing their partnership with the school and the greater community, to ensure well-
being of not only their own children, but with all children that the parent encounters.  
Parent engagement is a multiplier for student success, the power of which cannot 
and should not ever be underestimated. Investment in supporting engagement is worth the 
commitment of time and energy because engaged parents serve as connectors (Dow, 
2010). In the proverbial “village,” the importance of effective engagement is evident. As 
parents expand their personal capacity, they expand their potential impact for their own 
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children, as well as other children whom they encounter in neighborhoods, on the soccer 
fields, and throughout the broader community.  
The graphic below depicts contributors to engaged families and can serve as a 
reminder of the important components in this dynamic process: 
 
 
 
 
 The findings of this study are a call to action to promote transformational 
leadership by eliciting the investment of time, resources, and energy that focus on family 
engagement as the foundational component of all educational endeavors. 
Figure 12: Contributors to Engagement 
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Interview Protocol   
 
 
COMMUNICATION  
How does your child’s hearing support teacher communicate with you? 
 
 Can you share some examples? 
 Do you think that the methods are satisfactory? 
 
How do you communicate with the hearing support teacher? 
 
Do you wish there were other ways to communicate? 
 
 
VOLUNTEERING 
How would you describe the climate at the child’s IEP meeting? 
By climate, I refer to the feeling you get when you enter the school building, and 
the way the school is set up: the attitudes of students in the school, how parents 
and students are treated by school staff, etc. 
 
Please comment on whether you feel that your participation in school events is 
welcomed, and note examples in this regard. 
 
Please discuss any situations in which you may have volunteered at your child’s school 
with specific connection to your child with hearing loss. 
 
LEARNING AT HOME  
Please discuss some situations that you have had at home regarding your child with 
hearing loss and relationships.  Consider things like social situations and supporting your 
child in making connections to extracurricular activities like clubs and sports, etc. 
 
How has your hearing support teacher been involved in this process? 
 
DECISION MAKING 
In your experience, what role does the school expect for you to play in the IEP 
conference? 
 
Think about your involvement on the IEP team for insert child’s name  
 What happens in the process that makes you feel like a decision maker? 
 Can you describe a time when you felt left out of the process? 
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COLLABORATING WITH THE COMMUNITY 
Considering your child’s hearing loss, what resources, above and beyond what your child 
has now at school, do you think that your child with hearing loss would benefit from 
most? 
 
By resources, I am referring to opportunities, physical things, support groups and 
systems, information, etc.  Why are the things that you mentioned important to you? 
 
 How has the educational system helped you in this regard? 
 
Have you experienced particular challenges in collaboration? 
 
At your child’s annual IEP conference, have you been offered suggestions for connecting 
with community resources?  Of what value have these suggestions been to you? 
 
PARENTING 
Finally, what do you want your child’s teacher of the deaf/hard of hearing to know about 
you, your child with hearing loss, your family and your life? 
 
What has the school/hearing support program done to support you in parent your child 
with hearing loss? 
 
Has the hearing support teacher/ program contributed to challenges that you have 
experienced in any way? 
 
 
WRITING PROMPT 
 
As a parent, what would you need for teachers of the deaf to know about the challenges 
of parenting a child with hearing loss? 
 
Please be assured that the contents of your letter will not be shared outside of this 
research- and in no way will your words be attributable to you or your child. 
 
I will provide you with an email address to submit your letter with, and I ask that you 
sign this document with the pseudonym that you have selected to protect your 
confidentiality. 
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